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ABSTRACT 
NAVIGATING BRIDGES AND BARRIERS: 
A CASE STUDY OF THE JAMES BALDWIN SCHOLARS PROGRAM 
MAY 2007 
YANIRIS M. FERNANDEZ, B. S., ITHACA COLLEGE 
M. S., UNIVERSITY OF MASSACHUSETTS AMHERST 
Ed. D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Joseph B. Berger 
Retention of students at undergraduate institutions, especially in liberal arts 
colleges has become increasingly important. Liberal arts colleges are distinct because 
) 
0 
unlike universities they have small enrollments, serve undergraduates students, are 
s 
residential and its primary goal is to provide a liberal arts education to its students. 
■ 
J 
Students who typically attend liberal arts colleges come from academically prepared and 
[| u 
from privileged backgrounds, however, these students are often not enough to sustain 
enrollment assumptions. Therefore, students who are less prepared and come from low 
e 
socio-economic backgrounds are accepted to into these colleges to compensate for the 
difference. This situation leads institutions to be strategic about creating programs to 
enhance these student’s academic and social skills and help them persist. Thus, it is in 
the best interest of these colleges to have retention strategies in place to help these 
students persist and graduate. It is also in the best interest of these students and of society 
that they be given equitable chances to succeed in higher education. 
This study assesses the James Baldwin Scholars Program, a program for 
academically under prepared and economically disadvantaged students, by incorporating 
vi 
a combination of existing retention/persistence models and examines the impact the 
Program had on student's satisfaction and persistence. Using interviews and surveys of 
current Baldwin Scholars, alums of the Program, and associated faculty/staff as a method 
of triangulation to examine the student's persistence, I compared and contrasted the 
expectations and experiences, and discussed the sources of support and challenges of the 
Scholars with those of the Baldwin alums, faculty and staff at Hampshire College. As a 
result, the findings from this study suggest that these students experience a journey filled 
with programmatic, academic and social supportive bridges and challenging barriers that 
define their experience. Findings from this study demonstrate that students are most 
likely to succeed in this type of program when expectations are clear and when the 
students' experiences match the expectations - a situation that is more likely to help 
students find, build and maintain bridges to success while navigating barriers to 
persistence. 
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CHAPTER 1 
INTRODUCTION 
Statement of the Research Problem 
Retention of students at undergraduate institutions, especially in liberal arts 
colleges, has become increasingly important throughout the 300 years of higher education 
in America. Earning an advanced degree has become valuable in our society, placing 
more emphasis on attending college and persisting to graduation. Retention has become 
a core indicator mandated by accrediting agencies and used for rankings in such 
publications as US News and World Report (2005). Astin (1999) notes that liberal arts 
institutions have been able to prosper during several years of low-cost educational 
expansion. Studies note the following as retention concerns in higher education: lower 
student applications, financial and personal losses incurred by the institution when 
students do not complete their education, and the "efficiency of educational processes of 
the institution" (Gass, 1990, pg. 33). Colleges and universities rely on the number of 
students who persist in their institutions for many reasons, but most specifically for 
financial purposes. 
Borland (2002) notes that "colleges and university administrators are often 
depicted as having the retention of students (that is, their financial resources) as a primary 
concern" (pg. 374). It is difficult to increase the number of students when the application 
pool is decreasing and the institution wants to maintain its low selectivity rate. 
Institutions have adopted accepting more students who would normally not meet regular 
admittance criteria. Many of these students are under represented, educationally and/or 
economically disadvantaged (Freeman, 1997;Magner, 1989, 1990). Increasing the 
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number of academically or economically disadvantaged students presents institutions 
with additional challenges in retention. One challenge is how these students who under 
the normal circumstances would not have been admitted to college be supported? What 
support mechanisms are available to these students? There have been many solutions to 
addressing the retention problem in higher education and one is to increase student 
enrollment with intervention programs in place to address persistence. In order to 
continue the retention efforts with the new population of students, colleges and 
universities need to be pro active in retaining these students; therefore many institutions 
have introduced programs to aide these students with integration into college life. These 
programs, also known as intervention or retention programs, often require students to 
participate in bridge programs that take place during the summer, or in special orientation 
sessions, that involve participation in common learning experiences, or in remedial 
courses (Glennen & Baxley, 1985; Hardy & Karathanos, 1992; Healy, 1998; Johnson, 
1995; Seidman, 1996). The common goal of all these programs is retention—to help 
students persist and graduate from college. 
In general, higher education institutions are concerned with student persistence, 
however it varies by institutional type and even though there has been an increase in low 
cost educational institutions, liberal arts institutions have been able to compete for 
students and keep their doors open at the same time. Astin (1999) attributes this 
phenomena to "the fact that parents and students believe they offer special educational 
benefits not likely to be found either in the more prestigious private universities or in the 
various types of public institutions with whom they often compete for students" (pg. 77). 
9 
Future Trends of Higher Education 
The United States Department of Labor (1987) predicted that "technological 
advances and a shift to the service sector will reduce the need for unskilled workers and 
increase the need for workers with higher skill levels" (Peterson, 1993, p. 660). Peterson 
(1993) notes that more than 80 percent of the people in the work force will be made up of 
historically educationally and economically disadvantaged groups—women, persons of 
color, and immigrants. Therefore it has become increasingly crucial that these groups 
stay in school to develop and enhance their skills for future employment. On the other 
hand, "one of the more striking realities on the nation's campuses has been the increased 
under preparedness of the American college student population," specifically under¬ 
represented minority students (Patrick, Furlow & Donovan, 1988, p. 29). To address the 
issue of academic under preparedness of college students many studies have explored 
intervention methods to retain these students at their institutions and lower the attrition 
numbers. 
Retention is also important because of the continued changes in demographics in 
the United States. According to the U.S. Census Bureau statistics of 2000 the U.S. 
population has changed in the last three decades. "Minority populations continue to 
increase at a faster rate than the White non-Hispanic population." (US Census Bureau, 
2000a, pg. 124) Although the White non-Hispanic population was still the largest 
population in the United States in 2000 as a proportion of the total U.S population it has 
declined since 1970. 
In 2002 the number of ethnic minorities has increased particularly the Hispanic 
population. In the United States, the demographics of people of color of the general 
population was .9% American Indian and Alaskan Native, 3.6 Asian, 12.3% Black or 
African American and 12.5% Hispanic (US Census Bureau, 2000b). The enrollment of 
students of color as reported in The Chronicle of Higher Education: Almanac Issue 
2004-2005 for fall 2001 in 4-year public institutions is 25%, and for 4-year private 
institutions it is 24% ("College enrollement by racial and ethnic group, selected years," 
2004). 
In addition to students of color being underrepresented in higher education, these 
students face different challenges. Fleming (1984) notes that African-American students 
face additional challenges by pursuing an education in predominantly white colleges that 
is designed for the needs and attitudes of white students. Williams' and Wilson's (1993) 
research revealed three barriers African-American students face in these institutions. 
First, the location of the institutions makes a difference especially when the city or 
county also has small minority populations. Secondly, the enrollment of minority 
students is small in these institutions compared to the enrollment of white students, and 
third the faculty and administration of color are also underrepresented. Feagin (1992) 
also posits that the racial climate in predominantly white institutions creates a barrier for 
African-American students' persistence. He notes that these students feel stereotyped and 
perceived as unintelligent, unmotivated and incapable of succeeding in college (Feagin, 
1992). These perceptions create feelings of isolation and often lead to difficult 
experiences in colleges. Therefore, programs aimed at easing the transition of these 
students become more important for their academic and social integration into college. 
Thus with low enrollment numbers of students of color in the United States and the 
growing racial and ethnic populations, it is important to begin analyzing and observing 
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the trends of retention and attrition for non traditional students, and to examine what 
resources are available to these students in institutions of higher education. 
Distinctiveness of Liberal Art Colleges 
Liberal arts colleges are distinct because unlike universities they have small 
enrollments, serve undergraduate students, are residential and its primary goal is to 
provide a liberal arts education to its students. Liberal arts colleges also offer a 
distinctive and varied curriculum to its students. Curriculums "range from a highly 
structured 'common core' to a completely idiosyncratic approach where students design 
their own programs, and with pedagogies that vary from the traditional classroom lecture 
and discussion approach to a heavy emphasis on independent study or contract learning" 
(Astin, 1999, pg. 78). Liberal arts colleges also differ from other colleges and 
universities because they offer "frequent student-faculty interaction, frequent student- 
student interaction, generous expenditures on student services, strong faculty emphasis on 
diversity, frequent use of interdisciplinary and humanities courses, frequent use of 
courses that emphasizes writing, frequent use of narrative evaluations, infrequent use of 
multiple-choice exams, frequent involvement of students in independent research and 
frequent involvement of students in faculty research" (Astin, 1999, pg. 89-90). Hersh 
(1999) notes that because of the focus on teaching rather than research, its small 
enrollment, residential community, engagement of students in independent and active 
learning, concern for a well-rounded education, on development on a person as a whole, 
liberal arts institutions "provide the most important kind of undergraduate education for 
the twenty-first century" (pg. 189). Students who typically attend liberal arts colleges are 
academically prepared and from privileged backgrounds, however there are students who 
5 
are accepted into these colleges who are less prepared and come from low socio¬ 
economic status. In either of these situations it is in the best interest of these institutions 
to have retention strategies in place to help students persist and graduate. Most often 
these retention strategies include intervention programs similar to the one described 
earlier. 
Intervention Programs 
Orientation programs, summer bridge programs, first-year courses/seminars, 
common classroom experience, academic support programs, dual/innovative enrollment 
programs are all types of intervention programs that facilitate student's transition from ^ 
high school to college and are in place to prevent students from leaving the institutions. \ 
Many studies have been conducted to determine if these intervention programs make a 
difference in the retention and attrition rates on the academic and social integration in 
campus organizations and activities of traditional students. In addition, "institutional- 
and student-specific research has been called for to determine persistence patterns for 
non-traditional students, including those who are educationally under prepared and/or 
economically disadvantaged, and across various types of institutions" (Peterson, 1993, 
pg. 660). 
The majority of most early intervention programs which include remedial courses, 
study skills and reading comprehension courses, academic learning centers, orientation 
programs, academic advising and counseling, are geared for students in general, I, 
however, would like to focus on a program created to serve non-traditional educationally 
and economically disadvantaged students. The program I focus on is the Hampshire 
College James Baldwin Scholars Program founded in 1992. This one-year transitional 
6 
program is geared to Latino and African-American students to develop their academic 
skills for success in college. 
Purpose of the Study 
In 1992, the Hampshire College Baldwin Scholars Program was initiated to 
address the issues of economically disadvantaged students and increasing the diversity of 
the student body. At its inception, the program focused on recruiting under-prepared 
African-American men because statistics showed this group to be at a great risk of 
exclusion from higher education. In the mid 1990s the Hampshire College administration 
decided to open up the program to other students in need. The need was extended to 
women and Latino students with similar risks. In 1996 the Program was then opened to 
African-Americans and Latino men and women. This program is an institutional 
response to assist in creating post-secondary educational access for students as well as 
retain them in the institutions. This Program prepares saidents for a non-traditional 
liberal arts education where the student's academic progress is measured by narrative 
evaluations and they satisfy their graduation requirements by successfully completing 
three stages—Division I, II and III. In this case study, I focus on the Baldwin students 
completing Division I—the first year—which requires them to complete a set of learning 
goals and successfully complete a 8 courses (one course in each of the five schools- 
called distribution and 3 electives courses). 
The purpose of this dissertation is to assess the James Baldwin Scholars Program 
by applying a conceptual model that incorporates a combination of Tinto's Student 
Integration Model, Astin's Theory of Involvement, and Bean's Student Attrition Model. 
Using this conceptual model, I will evaluate the student's expectations prior to the start of 
7 
the academic program and their experience with the Program at the end of the academic 
year, and compare and contrast the experience and expectations of the students with those 
of the Program's goal and expectations, and examine how it affects their decision of 
staying at Hampshire College. 
Although many studies have been conducted on various types of retention 
strategies this study is of importance to the field of education for many reasons. Tinto 
(1988) acknowledges that orientation programs, for example, frequently do not provide 
the long-term academic and social assistance new students need during the first months 
of their college careers. He asserts that rather than concentrating the integration 
programs in the first few days of the student's first year they should span the first six 
weeks of the first year, if not the first semester (Tinto, 1988). Like many undergraduate 
institutions the James Baldwin Scholars Program is a program geared for under-prepared 
students of color, however, its transitional period is during the academic year, rather than 
a six-week summer program. This study will add to the existing literature of intervention 
and retention programs and at the same time will provide information about the 
preparedness of students in a transition program for an academic year as opposed to the 
more common six-week program during the summer. This research will also provide 
valuable information to the administrators at the sponsoring institution given that it is the 
first time the program has been formally assessed since its inception and it will make 
available information to administrators of other institutions with similar programs. 
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Limitations and Assumptions 
Limitations 
I have chosen to conduct my research at my place of employment, Hampshire 
College for several reasons: the information of the Program is readily accessible and 
because of its location. This study has various limitations. Since its inception in 1992, 
the number of students in the Baldwin program is relatively small and a quantitative 
study was not possible. Therefore, the research will be a qualitative study on the entering 
Fall 2005 Baldwin cohort and the Division I, II and III Baldwin alums. The Fall 2005 
Baldwin cohort is small and based on the student's responses there exists a risk of 
confidentiality being comprised. The Division I, II and III student responses to their 
experience with the program is dependent on the number of years they have been at 
Hampshire College and is also biased in the sense that these students have all persisted. 
The study is short-term and only one cohort is being evaluated therefore, the results may 
not be indicative of a trend and should not be generalizable. 
Another drawback to the study is that I am a mid-level administrator at the 
College and this may hinder the data collection process. Students being interviewed may 
alter responses or not share pertinent information based on my status at the College. In 
this case, I will reassure students during the entire process that I am interviewing them in 
my capacity as doctoral student and will conduct the research as such. In addition, given 
that the Program reports to my supervisor, staff and faculty involved with the program 
may not be forthcoming with negative information when interviewed about the goals and 
expectations of the Program. The opposite reaction, overly praising the goals of the 
Program, may also occur. In this situation, I will be clear and upfront with staff and 
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faculty that this interview process is part of my doctoral work at the University of 
Massachusetts and that they should be as honest as possible with their feedback. 
Assumptions 
This study is based on the assumption that the fall 2005 Baldwin Scholars and 
Alums, faculty and staff involved with the Program will cooperate fully with the 
research. Secondly, that the interviews with the students will occur at the appropriate 
times and that final analysis and recommendations will be insightful to the administrators 
of the College. 
Definition of Terms 
• Educationally disadvantaged is a term used to describe students who would not be 
accepted under regular admissions requirements in a college or university degree 
program for which application is made due to lack of resources and educational 
experiences. These students are believed to benefit from a variety of extra 
services that promote academic success and personal growth. 
• Economically disadvantaged is a term used for students who come from low- 
income families who will benefit from academic and financial assistance. 
• Under-represented student is a term used for students who are disproportionately 
represented in colleges and universities. Under-represented student in this study 
means students who are racially and ethnically underrepresented. 
• Retention/Intervention programs are programs available in colleges and 
universities that help students with the transition from high school into post¬ 
secondary institutions. These programs range in duration of time, with its long¬ 
term goal being retention. 
• Baldwin Student is a student who is accepted into the James Baldwin Scholars 
Program and whose first academic year is spent transitioning into college. These 
students take a limited number of courses and their academic progress is assessed 
at the end of the academic year at which point it is decided whether the student 
will be allowed to matriculate the following year. 
• Baldwin Alum is a student who has successfully completed the Baldwin year and 
who is now a fully enrolled Hampshire College student. 
Overview 
This dissertation is divided into five chapters. The second chapter is the review of 
the literature. This chapter is divided into 6 sections. It begins with an introduction 
followed by a review of the following theories of retention and persistence: Tinto's 
Student Integration Model (1975; 1982; 1988; 1993; 2000), Astin's (1977; 1993) Theory 
of Involvement, Bean's (2002; 1980; 1983; 1990) Student Attrition Model. The next 
section focuses on studies testing Tinto's, Astin's and Bean's theoretical models. This is 
followed by a section on early intervention and retention programs such as orientation 
programs interest groups, and freshman courses etc. The fifth section is an extension of 
the latter; however, this section focuses on early intervention and retention programs for 
at-risk students. The final section summarizes the literature review and introduces the 
conceptual model to be used in the study. The third chapter is divided into 4 sections. It 
begins with an introduction followed by the second section which describes the 
institution that host the James Baldwin Scholars Program, Hampshire College. This is 
followed by a history and description of the James Baldwin Scholars Program. The last 
section describes the methodology and research design that will be used to assess this 
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Program. This section will provide the questions I will ask of the students in the Program 
and how I plan to conduct the research. This section provides the limitations of the study 
and a summary of the chapter. Chapter 4 will discuss the results of the research followed 
by the final chapter which will include the conclusion and recommendations. 
Chapter 4 describes the findings of the research. This chapter is divided into 4 
sections. It begins with the introduction which includes data information and entry 
characteristics of the Baldwin Scholars and Alums. The next section focuses on the 
expectations and experiences of the Baldwin Scholars. Next is the experiences of the 
* 
Baldwin alums followed by the conclusion. The last chapter provides an analysis on the 
satisfaction and persistence indicators of the Baldwin students and is preceded by the 
implications of the study and overall conclusion. 
12 
CHAPTER 2 
REVIEW OF THE LITERATURE 
Introduction 
In order to establish the conceptual framework for this study, this chapter first 
reviews the classical theories of retention and attrition for college students, and second, 
discusses and assesses the various types of intervention programs for both traditional and 
at-risk students. The purpose of reviewing the classical theories-Tinto's Student 
Integration, Astin's Student Involvment and Bean's Student Attrition is because these 
models provide a basis for the conceptual model that will be developed for my study. 
This chapter is divided into 5 sections. The first section discusses major retention and 
attrition theories, with particular focus on the student integration, student involvement 
and student attrition models. The next section synthesizes recent efforts to test these 
models in a variety of post-secondary educational settings. The third section explores 
how these models have offered a base for interventions programs that have been 
developed to improve retention. This is followed by early intervention and retention 
programs currently aimed at traditional students at four-year institutions of higher 
education and intervention programs geared for educationally or economically 
disadvantaged students. The last section includes a conceptual model for this study — an 
evaluation of a year-long intervention program at a small non-traditional liberal arts 
college in New England. 
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Retention Theories and Models 
Research in the field of student retention has been conducted for many decades, 
and many factors have emerged as key issues in defining and studying retention. Berger 
and Lyons (2005) note that "These contextual factors — students, campus, educational 
roles, socio-economic factors, policies and interventions, knowledge bases, and the 
conceptualization of retention—all have evolved over time and are inter-twined within 
each era in ways that define the unique stage of development for retention at different 
points in time" (pg. 241). Studies of student mortality began as early as the 1930s; 
however, it was not until the late 1960s that a more systematic approach to studying 
retention emerged (Berger & Lyons, 2005). Early studies (Astin, 1977; Pascarella & 
Terenzini, 1977; Spady, 1970; Tinto, 1975) conducted on the topic of attrition in the 
1970s triggered a more systematic approach to examining what is now well known as the 
study of retention. The work of refining theory in the field has been done primarily by 
Tinto (1975,1982, 1987, 1988, 1993) and Bean (1980; 1983). 
Other scholars, for example, (Berger, 2000; Berger & Braxton, 1998; Berger & 
Milem, 1999; Braxton, Sullivan, & Johnson Jr., 1997; Cabrera, Nora, & Castenada, 1993; 
Pascarella & Terenzini, 1980) have used Tinto (1975; 1982; 1988; 1993) and Bean (1980; 
1983; 1990) as a foundation and have added other dimensions and variables to their 
earlier theoretical frameworks. Tinto's theoretical model is known as the Student 
Integration Model. It focuses on various interactions and relationships and examines how 
they affect a student's decision of persisting at institutions of higher education. The 
Student Integration Model focuses on the student's academic and social integration. 
Within these two areas various characteristics and variables play a role in determining the 
student's ability to persist. This model only considers internal factors although Tinto 
adds a time dimension to describe the student departure process. This 
sociological/anthropological model will be described in more detail in the following 
section. 
Bean, on the other hand, utilizes the Student Attrition Model which is comparable 
to turnover in work environments and argues that different patterns of behaviors were not 
present in Tinto's model. Bean bases his model on the work environment and states that 
students and employees leave their respective environment for similar reason. The 
Student Attrition Model focuses more on the psychological aspects of persisting-adapting 
and assessing. This model will also be discussed in more detail in the next section. 
Despite the earlier research pertaining to retention, Tinto's and Bean's models 
have been tested extensively in numerous studies and many of the recent empirical 
studies on retention or intervention programs have used their theoretical framework as the 
foundation of the research. 
Tinto’s Student Integration Model 
Tinto's early theoretical model of student attrition is known as the Student 
Integration Model (1975) and is based on Spady's (1970) work on dropouts from higher 
education. This model consists of academic and social integration, and within these two 
areas other characteristics must be taken into account. These characteristics consist of 
family background (socio-economic status, family expectations); pre college schooling 
(high school rank and high school GPA); goal commitment—(defined as the student's 
goal to complete college); and institutional commitment—(the student's commitment to 
an institution). Academic integration is defined as the student's academic performance 
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and intellectual development in the institution— for example, completion of academic 
courses, grade point average and rank. Social integration is defined as the informal and 
formal relationships formed with peers, faculty and staff, as well as the extracurricular 
activities the student is involved in during college years. The following is the figure 
representing Tinto's Model (1975). 
Tinto’s Conceptual Schema for 
Explaining Dropout from College 
Family 
Background 
Individual 
Attributes 
Pie-College 
Schooling 
Grade \ 
Performance 
Academic 
Integration 
Intellectual 
Commitments \ Development 
* 
Peer Group 
Interactions 
Faculty 
Interaction / 
Commitments 
f 1 \ f 'i 
Institutional Institutional 
Commitment 
V ) Commitment 
So-;d Integration 
Dropout 
Decisions 
Figure 2-1: Tinto's Conceptual Model 
A balance between academic and social integration often leads to persistence 
(Tinto, 1975; 1982). However, excessive integration in one area may cause dropping out. 
Tinto (1975) defined dropout as voluntary and academic withdrawal. Voluntary dropout 
happens when a student is more academically integrated and decides to leave the 
institution, while involuntary withdrawal occurs when a student is more socially 
integrated and is academically withdrawn from the institution. 
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In earlier research, Tinto (1988) incorporates into his earlier research a time 
dimension based on Van Genneps work on the "rites of passage." Tinto (1988) "adds a 
time dimension by describing the longitudinal stages of the process of integration, in 
particular the early phases" of the rites of passage (pg. 447). He advocated viewing 
student departure in three stages: separation, transition, and incorporation. He derived 
this view from the field of social anthropology, paralleling the movement from one group 
association to another in tribal societies with the departure of a student from home 
towards incorporation as a member of the new college community. The separation phase 
involves "parting from past habits and patterns of affiliation" (Tinto, 1988). Tinto (1988) 
acknowledged that this process is somewhat stressful and that "in a very real sense, their 
staying in college depends on their becoming leavers from their former communities" 
(pg. 443). 
Once into the second stage of transition students need to cope with the additional 
discomforts of having left what is familiar and having not yet become familiar enough 
with the new norms and behaviors to identify with them. Tinto (1988) suggested that the 
"stress and sense of loss, if not desolation, that sometimes accompanies the transition to 
college can pose serious problems for the individual attempting to persist in college" (pg. 
444). It is not the tasks themselves that are so overwhelming in this stage, but that the 
associated stresses can prove particularly daunting. "It is the individual's response to 
those conditions that finally determine staying or leaving" (Tinto, 1988, pg. 445). 
The culminating stage of departure/attachment is known as incorporation. In this 
stage the student establishes his or her competency as a member of the institution (its 
social and intellectual components of community). Following the lead of Astin's (1977; 
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Astin, 1993) work, researchers have also concentrated on developing methods to assist 
students with becoming involved with their new institutions. Although this section 
focuses on Tinto's Student Integration Model, it is important to note that Astin's theory of 
involvement is important with regards to Tinto's "rites of passage" supposition. 
The Student Integration Model takes into consideration internal factors; however, 
it fails to take into account external factors. These factors include the student's decision 
to persist in an institution based on the finances, and the decision to transfer or 
permanently dropout. It fails to differentiate the experience of students of different 
gender, race and social status backgrounds (Tinto, 1982). In addition, the model does not 
consider time as a variable. In other words, the earlier theory focuses on a specific time 
frame, usually the student's first year. 
Seidman (1996) summarizes Tinto's model of retention/attrition as follows: 
The theory posits that an individual's pre-entry college attributes 
(family background, skill and ability, prior schooling) form an 
individual's goals and commitments. The individual's goals and 
commitments interact over time with institutional experiences (both 
formal and informal academic and social systems of the institution). 
The extent to which the individual becomes academically and socially 
integrated into the formal and informal academic and social systems of 
an institution determines the individual's departure decision, (p. 18) 
Tinto's states that balancing the "student's motivation and academic ability and the 
institution's academic and social characteristics help shape two underlying commitments: 
commitment to an educational goal and commitment to remain with the institution. 
Accordingly, the higher the goal of the college completion and/or the level of institutional 
commitment, the greater the probability of persisting in college." (Cabrera et al., 1993). 
The conceptual critique of Tinto's Theory has been offered by Tinto, Attinasi and 
Tierney. Braxton et al. noted that all three critiques agree that more qualitative research 
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should be conducted on student departure, but they disagree as to why this type of 
research needs to be performed. Tinto believes it needs to be done to refine the existing 
theory. Attinasi notes that qualitative research is needed as an analytical tool for building 
a more relevant and powerful description of the theory, and Tierney believes it is 
"necessary to make the cultural observation and analysis prompted by Tinto's important 
insights into the significance of culture in the phenomenon of student departure (Braxton 
et al., 1997, pg. 154). Overall a fully developed model based on critical theory 
perspective is not available to understanding retention. 
While the above study tests Tinto's academic and social integration of the Student 
Integration Model on traditional students, it does not take into account student persistence 
based on differences in racial and ethnic cultures Rendon, Jalomo and Nora (2000) 
provide a critical analysis of Tinto's student departure theory with a specific focus on the 
separation and transition stage, and they critique Tinto's academic and social integration 
concept (pg. 131). There are problems with the separation and transition stage model in 
Tinto's framework when minority students are taken into consideration. There are three 
assumptions made by this framework: 
• Asking individuals to abandon their cultural background in order to 
successfully integrate into their college environment 
• There is one dominant culture and that in order to succeed one must 
become assimilated with that culture. 
• In the transition stage it is relatively easy to find membership and 
acceptance in a new institution and that once in this stage you no longer 
need to have contact with members of the old group (Rendon et al., 2000). 
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The acculturation/assimilation framework has many faults. First, the 
acculturation/assimilation framework tends to focus on the group's failures rather than the 
group's successes; second, it focuses on perceived cultural traits or differences (for 
example, academic deficiencies, poor economic background) rather than systemic issues. 
Contextual and historical forces are overlooked, because there is lack of historical 
perspective; minority students are often omitted and last "when theoretical propositions 
are not compared across different subgroups or when diverse and culturally driven 
theoretical views are not incorporated in retention studies, institutional policies and 
practices cannot truly detect or address differences among student groups (Rendon et al., 
2000, pg. 143). 
The academic and social integration model (interactionalist theory) is also 
problematic. Interactionalist theory is defined as person to institution related 
characteristics where students and the institution interact with each other over time 
(Rendon et al., 2000, pg. 128). Rendon et al. (2000) critique the overemphasis placed on 
individual responsibility as opposed to institutional responsibility, they also question the 
focus on the struggle of and the difficulty of non-traditional students to get involved- 
"Involvement theory does not emphasize the fact that most two- and four- year colleges 
are set up to facilitate involvement for traditional students (Rendon et al., 2000, pg. 146). 
A third criticism in the interactionalist theory is that external forces (groups outside of 
college) are perceived as negative factors in the integration process. Rendon et al. note 
that an "assimilation/acculturation framework would not allow Latino students to 
contribute their own perceptions and definitions of all that constitutes integration" (2000, 
pg. 150). Further research focusing on the academic and social integration of minorities 
needs to be conducted. 
Astin's Theory of Involvement 
Astin (1977) notes that students who are highly involved come from educated 
families with a high socio-economic status and receive high grades on standardized tests 
and in their high school coursers. These students also tend to further their education and 
attend selective institutions. Once in college there are three different patterns of 
involvement for these students-interpersonal, academic and athletic. Students who are 
interpersonally involved interact more with faculty and fellow students. Astin (1977) 
states that these students who "tend to be highly satisfied with their undergraduate 
experience, whereas those who opt primarily for political involvement tend to be 
somewhat dissatisfied" (pg. 240). Students who devote time and effort towards their 
education tend to be more satisfied than those who do not; however, extreme involvement 
may isolate students from social involvement. Similar to academic involvement, too 
much athletic involvement may isolate students from their peers and academic 
involvement. A proper balance of all three leads to "completing college, implementing 
career objectives, and satisfaction with the undergraduate experience (Astin, 1977, pg. 
241). n; v , 
According to Upcraft (1989), Astin's involvement theory suggests the following: 
1) Involvement refers to the investment of physical and psychological 
energy in various "objects." The objects may be highly generalized 
(the student experience) or highly specific (preparing for a chemistry 
examination). 
2) Regardless of its object, involvement occurs along a continuum. 
Different students manifest different degrees of involvement in a given 
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object, and the same student manifests different degrees of 
involvement in different objects at different times. 
3) Involvement has both quantitative and qualitative features. The extent 
of a student's involvement in, say, academic work can be measured 
quantitatively (how many hours the student spends studying) and 
qualitatively (does the student review and comprehend reading 
assignments, or does the student simply stare at the textbook and 
daydream?) 
4) The amount of student learning and personal development associated 
with any educational program is directly proportional to the quality 
and quantity of student involvement in that program. 
5) The effectiveness of any educational policy or practice is directly 
related to the capacity of that policy or practice to increase student 
involvement (pg. 135-136). 
Bean's Student Attrition Model 
Another major model used in theory of persistence is presented by Bean 
(1980), who argued that previous studies such as Tinto (1975) and Spady (1970) 
did not use "path analytic techniques in testing the casual linkages" of student 
attrition (Bean, 1980, pg. 156). His Student Attrition Model is comparable to 
turnover in work environments and stresses the importance of departing or 
continuing as a predictor of persistence behavior. He believes that students leave 
college for reasons similar to why employees leave their work environment 
(Bean, 1980, 1983). Bean developed a causal model that was used in employee 
turnover in work organizations to study student persistence in higher education 
institutions. Four categories of variables were used in this model—dropout, 
satisfaction and institutional commitment, and the organizational determinants 
and the background variables (Bean, 1980, pg. 157). The model proved useful in 
analyzing student attrition. Results from the research noted that men and women 
leave for different reasons, institutional commitment was important in explaining 
persistence for men and women, men left the institution although they were 
satisfied; and women who were satisfied were less likely to leave. 
Bean's Student Attrition Model "stresses the importance of behavioral 
intentions (to stay or leave) as predictors of persistence behavior " (Cabrera et ah, 
1993, pg. 125). In other words, external factors play a role in shaping the 
perceptions and commitments of students. Bean's (1990) most recent theoretical 
model concludes that background characteristics contribute to a student's 
academic and social integration. However, previous models lack the 
psychological behaviors in determining persistence, while others discussed 
social/anthropological behaviors. Eaton and Bean's (1995) saidy focuses on 
coping —adapting and assessing—behaviors and how it pertains to persistence. 
They also looked at approach/avoidance behaviors and how they pertain to 
retention. The study showed how approach/avoidance behaviors affected 
"academic and social integration, intent to leave, and attrition from the institution" 
(Eaton & Bean, 1995, pg. 636). The approach/avoidance behaviors proved 
statistically significant on academic and social integration, and these variables had 
indirect effects on student attrition. Approach behaviors were consistent with 
integration, while avoidance behavior was consistent with poor integration. Eaton 
and Bean (1995), however, note that disadvantaged and minority students tend to 
adapt poorly to college environments and further study is necessary. 
The models described above have similarities as well as differences. Both 
the Student Integrated Model and the Student Attrition Model are theoretical 
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models developed to describe student persistence patterns during their college 
career. Tinto and Bean developed theories that address the various reasons 
students decide to continue or drop out from their educational career. The models 
look at the academic and social integration of students in their environment, 
however, the models differ in the approaches. The Student Integration Model 
employs a sociological/anthropological approach focusing on internal factors and 
introducing different stages of passage-separation, transition and incorporation. 
The Student Attrition Model uses a psychological/behavioral approach and 
emphasizes behavioral and psychological characteristics of why students decide 
to persist or withdraw. The next section discusses several studies that have 
incorporated and have furthered these models. 
Empirical Studies of Retention 
The major models of persistence theory offer conceptual explanations of 
retention; however, an in depth look at the empirical studies that have examined 
Tinto's model (alone or in conjunction with other models), provides more specific 
knowledge about how colleges address retention. There are numerous articles and 
works regarding different reasons for persistence in college; however, Tinto's and 
Bean's theoretical models have been the most comprehensively tested by 
researchers (Astin, 1977, 1993; Berger & Braxton, 1998; Berger & Milem, 1999; 
Braxton et al., 1997; Cabrera, Castenada, Nora, & Hengstler, 1992; Cabrera et al., 
1993; Chapman & Pascarella, 1983; Eaton & Bean, 1995; Pascarella & Terenzini, 
1980). Many of these studies incorporate different approaches in their research 
ranging from the sociological, anthropological, perceptual, behavioral and 
psychological. 
The following section summarizes recent studies testing variations of 
Tinto's, Astin's and Bean's theoretical models. The section begins with an 
empirical study (Braxton et al., 1997), followed by six studies that examine 
Tinto's academic and social integration conceptual model on different student 
populations (Fox, 1986; Hernandez & Lopez, 2004; Landry, 2003; Lang, 2002; 
Nora, 2002; Pascarella & Terenzini, 1980). A study testing how organizational 
traits are involved in the student departure process (Berger & Braxton, 1998) is 
next, followed by two studies analyzing the perceptual integration and behavioral 
involvement in the student persistence process (Berger & Milem, 1999; Milem & 
Berger, 1997). The next section includes two studies that merge Tinto's and 
Bean's conceptual framework and create and test a new model to enhance the 
knowledge of student persistence (Cabrera et ah, 1992; Cabrera et ah, 1993). The 
final section discusses 20 recommendations that should be institutionalized at 
colleges and universities for successful integration (Braxton & McClendon, 
2002). 
Many of the previous studies testing Tinto's theory have primarily focused on 
specific perspectives such as psychological, behavioral, economic, and organizational; 
however, no attempt has been made to study how Tinto's theory is supported by empirical 
research and how it differs by different institutions and different groups of students 
(Braxton et ah, 1997). For the purposes of my research it is important to understand how 
Tinto's propositions (see Table 2-1) are empirically supported, if there any variations by 
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institution type and how other theories of persistence been integrated into Tinto's model. 
Braxton et al. (1997) use the following three questions to address the issues pertinent to 
this study. 
1. What is the magnitude of empirical support, in the aggregate, for each of the 15 
testable propositions derived from Tinto's Theory? 
2. Does the magnitude of empirical support for each of the 15 propositions vary 
across different types of colleges and universities and across different groups of 
students? 
3. What attempts have been made to integrate other theoretical perspectives with the 
Tinto model and how successful have these attempts been? (pg. 109). 
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Table 2-1: Fifteen Propositions of Tinto's Theory (Braxton et al., 1997, pg. 112) j 
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1. Student entry characteristics affect the level of initial commitment to the institutions 
2. Student entry characteristics affect the level of initial commitment to the goal of graduation from college 
3. Student entry characteristics directly affect student likelihood of persistence in college 
4. Initial commitment to the goal of graduation from college affects the level of academic integration 
5. Initial commitment to the goal of graduation from college affects the level of social integration 
6. Initial commitment to the institution affects the level of social integration 
7. Initial commitment to the institution affects the level of academic integration 
8. The greater the level of academic integration, the greater the level of subsequent commitment to the goal of 
graduation from college 
9. The greater the level of social integration, the greater the level of subsequent commitment to the institution 
10. The level of institutional commitment affects the subsequent level of institutional commitment 
11. The initial level of commitment to the goal of graduation from college affects the subsequent level of 
commitment to the goal of college graduation 
12. The greater the level of subsequent commitment to the goal of college graduation, the greater the likelihood 
of student persistence in college 
13. The greater the level of subsequent commitment to the institution, the greater the likelihood of student 
persistence to college 
14. A high level of commitment to the goal of graduation from college compensates for a low level of 
commitment to the institution, and vice versa, in influencing student persistence in college 
15. Academic integration and social integration are mutually interdependent and reciprocal in their influence on 
student persistence in college. 
Braxton et al. (1997) address the first two questions in great detail by looking at each 
proposition and then dividing each proposition into aggregated support, support by 
institutional type and support by student group. 
Support by institutional type is divided into multi- and single-institutional. All 15 
propositions were tested and the results were that proposition 10 (the level of institutional 
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commitment affects the subsequent level of institutional commitment) and 11 (The initial 
level of commitment to the goal of graduation from college affects the subsequent level 
of commitment to the goal of college graduation) are "upheld by both multi-institutional 
and single-institutional tests" (Braxton et al., 1997, pg. 130). 
The validity of student entry characteristics and commitment to completing 
college leads to persistence was supported by data for the multi-institutional type. 
Results for single-institutional type offered support for 5 propositions-student entry 
characteristics, social integration, goal commitment toward graduation, and academic and 
social integration all leading to institutional commitment (Braxton et al., 1997). 
With regards to the institutional type, Braxton et al. (1997) they found that multi- 
institutional tests cannot be taken into account in assessments of the empirical internal 
consistency of Tinto's theory across different types of colleges and universities. They 
also found lack of support in the multi-institutional model. In the single-institutional 
type, commuter and residential colleges and universities were used to tests these 
propositions. The level of institutional commitment affects the level of subsequent 
commitment level. Universities supported the propositions that include initial 
commitment, social integration, commitment towards graduation, commitment to the 
institution, a high level of commitment to the graduation compensates for low 
commitment of the institution, and academic and social integration leads to all leading to 
commitment of institution and persistence. Commuter colleges and universities, on the 
other hand, showed that student entry characteristics leading to institutional commitment 
was the proposition supported(Braxton et al., 1997). 
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The support by student group only included results by gender. As in previous 
research, male students strongly support the greater the social integration level the greater 
the level of institutional commitment. In contrast, the results for the females illustrated 
no support for any of the core propositions; however, academic and social integration are 
equally important in student persistence in college. 
The next section addresses the question from the Braxton et al. study, which 
focuses on whether there have been other theoretical models added to Tinto's Theory. 
The conclusion is that there is "varying degrees of inclusion and connection with the 
Tinto model" (Braxton et al., 1997, pg. 144). About 60% of the research reviewed to 
answer this question elaborated on Tinto's Theory by adding variables and altering the 
constructs; others answered some of the theoretical questions. 
Pascarella’s and Terenzini's (1980) research centers on the social and academic 
integration aspects of retention. To investigate these dimensions, as well as goal and 
institutional commitment, they surveyed incoming freshmen at Syracuse University. The 
results yielded five factors: peer-group interactions, interactions with faculty, students' 
perception of faculty concern for their development, academic and intellectual 
development, and institutional and goal commitments. These factors correctly identified 
78.9% of the persisters and 75.8% of the dropouts. These results generally support the 
predictive validity of the major dimensions of Tinto's model. 
Unlike the previous study, Fox (1986) added to Tinto's (1975) theoretical model 
by working with his theory to a different group of students and a different type of 
institution. Fox explored the "retention and attrition after the freshman year among 
disadvantaged students at an urban, primarily non-residential university" (Fox, 1986, pg. 
415). These economically and educationally disadvantaged students were accepted 
through a special program at a senior college at the City University of New York. Fox’s 
purpose of the study was to determine if Tinto's model of retention applied to these at- 
risk students. 
The sample involved an urban population within a commuter university. The 
students at the institution had low income and an educational background that would 
make them not admissible to a 4-year college. The ethnic backgrounds of the students 
were 49% Black, 38% Hispanic, and 13% other (Fox, 1986). Tinto's model was tested in 
two phases: a pilot study to test the instrumentation and a study to estimate the 
parameters of the conceptual model. 
The second and important phase of the study resulted in identifying two out of 
five important goal commitments (background characteristics, initial institutional and 
goal commitment, academic and social integration, subsequent institutional and goal 
commitments, and intention to persist or withdraw): academic and social integration, and 
intention to persist or withdraw. As would have been expected, academic integration was 
found to be extremely important in persisting for this group of educationally and 
economically disadvantaged students. 
The scale used in this study was chosen from the five factorially derived scales 
from Pascarella and Terenzini's work from 1980. These five scales were used to estimate 
the reliability and discriminant validity. The high school mean for these under-prepared 
students was 74, which is an indicator that academic adjustment is more important for 
these students than social adjustment. Other academic indicators related to persistence 
are freshman year grade-point index (r=.37), proportion of remedial courses passed 
(r=.29), number of unofficial class withdrawals (r=.48), number of contacts with 
counselors for academic reasons (r=.12), and total number of hours tutored (r=.18)" (Fox, 
1986, pg. 421). Social integration, on the other hand, did not have a significant 
correlation with persistence. 
Nora (2002) discusses the interrelationships of Tinto's (1988) stages of departure 
(separation, transition and incorporation) and the importance of support and 
encouragement from significant individuals in a student's life. She focuses on the role 
that the family and community members play in a student's persistence process and notes 
that Tinto's Model (1975; 1988) does not address the "theoretical link between 1) the 
stages of separation, transition, and incorporation, 2) support and encouragement from 
significant others, and 3) the constructs of social integration, academic integration and 
subsequent commitment, as well as persistence decision"(Nora, 2002, pg. 42). The three 
stages-separation, transition, and incorporation-vary and are different in a student's 
college career, however, these stages may also overlap and are not independent of each 
other. 
During the separation stage students are expected to separate from their past 
environments and adjust to their new environments. Students, therefore, enter a process 
of enduring physical, emotional and psychological separation to become part of their new 
surroundings. Nora (2002) remarks that it is during this phase that support and 
encouragement from parents and community members become significantly important to 
the student. As the students begin to feel that there is a "safety net" they begin to move to 
the transition stage and start to accept their new environment (Nora, 2002, pg. 46) 
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The transition phase is the stage where the student is between adjusting to the 
college and incorporating themselves into their environment. "Though most students are 
able to cope with the problems of transition, many voluntarily withdraw from college 
very early in their first academic year, less from an inability to become incorporated in 
the social and academic communities of the college than from an inability to withstand 
the stresses that such transitions commonly induce" (Tinto, 1993, pg. 98). 
Two assumptions are made at this stage when students feel a connectedness or 
commitment to their environment, also known as the incorporation stage. The first 
assumption is that the passage of the first two stages guarantees passage to the 
incorporation stage and that incorporation is the same as social and academic integration. 
Nora (2002) argues that these assertions are not realistic and that the student's integration 
into the social and academic domains of the college, as a result of their social and 
academic experiences, do not necessarily represent the full incorporation of new values 
and the rejection of the old ones (pg. 47). 
In each of the stages support and encouragement was significant. Not only was 
having the support of family and friends important, but having a support network 
(faculty, peers, and staff) was also essential. Nora and Wedham (April 1991) created a 
construct and tested the support system provided by faculty, teaching assistants and 
academic staff and the results indicated that support systems had a positive affect on 
student persistence. Nora emphasizes that "there are definite interrelationships/overlaps 
between the words and actions of those involved in a student's supportive system, the 
three stages in the transition process, and key factors in persistence process" (Nora, 2002, 
pg. 5j>). Last, encouragement and support by those who are significant in a student's life 
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plays a major influential role in academic and social integration in all the stages- 
separation, transition, and incorporation. 
Encouragement and support are very important in a student's decision to 
persist, and, in addition to these, women and people of color face these and other 
challenges when it comes to academic and social integration into college. 
Landry's (2003) study focuses on these two particular groups of students and 
discusses integration in terms of the different challenges these students face. One 
of the challenges noted is that the first-year of college can be a very scary 
experience for women and students of color, but especially for those who are first- 
generation students. It is common for minority students to be isolated and lonely 
and often lack a sense of belonging. Landry (2003) notes that colleges have 
focused on establishing support systems that help students become socially 
integrated. In the case of minority students these include special first-year 
seminars, cultural centers and offices that deal of diversity education and cultural 
affairs (pg. 3). 
Another challenge is college affordability. Minority students often don't 
complete their education because they can't afford it, or because they find 
themselves in a situation where they are working more to fund their education, or 
in some cases their parents do not want the extra burden of taking out loans. In 
addition to the financial problem, these students often come from educational 
systems that lack in academic resources. This places the students at a 
disadvantage because they come to college and need to play catch up with the rest 
of the college students. Cultural practices may also get in the way of becoming 
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academically integrated. Landry (2003) describes an example where Native 
Americans are raised to be active listeners and only speak when something 
important needs to be expressed. This may have a negative impact on a student 
because faculty may interpret this behavior as being a non participant in class 
when the students is just practicing what they have been taught. Women face 
similar challenges, however, the most notable in the persistence literature is lack 
of females in areas of technology and sciences (Landry, 2003). 
Institutions have responded to the additional challenges faced by women and 
minority students. Programs to help these students become academically and socially 
integrated have been created such as faculty/student mentoring programs, multicultural 
centers, summer transition/orientation programs, women's centers and changing the 
curriculum to be inclusive of women and minority students. 
The previous studies have centered primarily on different groups of students and 
other variables (not available in Tinto's Model) that should be taken into account in the 
student departure process. This next study provides a conceptual and programmatic 
perspective on student retention in general with a focus on minority students (Lang, 
2002). Lang (2002) notes that there are five reasons why Black student attrition has 
increased during the years. These are lack of role models and low-income, academic 
under preparedness, stricter college enrollment requirements, a stronger reliance on 
standardized test and financial aid packages (Lang, 2002). In a similar study Hernandez 
and Lopez (2004) categorize the reasons that affect persistence into four factors: 
personal, environmental, involvement and socio-cultural. In addition to the reasons Lang 
notes, Hernandez and Lopez (2004) also include the family, racial climate, working and 
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living off campus as challenges Latino students face while trying to adjust academically 
and socially to college. 
Lang remarks that although the number of Black students enrolling in college has 
increased, the number of Black students graduating is still declining. Similar to Black 
students, Lang (2002) notes that lack of academic resources at the elementary and 
secondary school level, financial aid, transition/adjustment problems, family matters, and 
inadequate support services are reasons why Hispanics have high attrition rates (pg. 223). 
Racial climate, working on or off campus and the presence of an ethnic community are 
environmental factors that have an impact on retention (Hernandez & Lopez, 2004). 
Lang observes that lack of college preparatory courses in high school also has an indirect 
effect on student retention. 
An institutional response to the high attrition rates calls for a programmatic 
approach to the problem. Lang (2002) points out that the same approaches that have been 
used to retain students in general also work for minority students. This approach 
involves catering to the needs and challenges faced by these individual groups. 
Developing programs where colleges collaborate with elementary, middle and secondary 
schools, using financial strategies to recruit and retain students, providing summer 
programs to ease the transition from high school to college, and providing programs that 
encourage multiculturalism on campuses are all strategies that have been successful at 
retaining minority students in colleges and universities (Lang, 2002). Hernandez and 
Lopez (2004) also suggest positive interaction with faculty, having a mentoring program, 
and participation in extra-curricular activities all increase the likelihood that minority 
students will persist. Also important to the academic and social integration of students are 
the sociocultural factors: immigrant status, ethnic identity development, gender roles, 
community orientation and the role of religion (Hernandez & Lopez, 2004). 
Berger and Braxton (1998) studied the organizational traits involved in the 
student departure process taken from Bean's elaboration of Tinto's model. This 
longitudinal study was conducted using first-year students at a highly selective, private 
residential, Research I University and was funded by the office of the Provost. The study 
used 718 individuals who had provided information at all three data points of the 
research. The data were merged and combined into one set. The variables used to test the 
model were "(1) student background characteristics, (2) initial institutional commitment, 
(3) organizational attributes, (4) two subscales measuring social integration, (5) 
subsequent institutional commitment, and (6) withdrawal decisions" (Berger & Braxton, 
1998, pg. 107). This study concluded that the organizational characteristics are an 
important attribute to social integration in an institution; however, there is a need for 
further research in this area. This study also played a major role in explaining Tinto's 
theory as "organizational attributes help account for social integration, subsequent 
institutional commitment and intent to persist" (Berger & Braxton, 1998, pg. 116). 
Berger and Milem (1997, 1999) focused on behavioral involvement and 
percepUial integration in the student-persistence process. As with Berger and Braxton 
(1998) the data for this study were collected from a highly selective private residential 
university and sponsored by the office of the Provost. This longitudinal study used 718 
individuals who had provided information at all three data points of the research. These 
data were merged together to form one data set. The variables consisted of seven sets: 
(a) student background characteristics, (b) initial level of commitment to the institution, 
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(c) mid-Fail behavior/involvement measures, (d) mid-Fall perceptual measures, (e) 
Spring behavior/involvement measures, (f) academic and social integration, and (g) mid- 
Spring commitment to the institution (Milem & Berger, 1997, pg. 393). 
The results indicated that nearly every student who entered the university had a 
very high commitment to obtaining a degree. This is partially based on the unique 
background of the student population; therefore this variable was excluded since there 
was no variation in the results. With respect to the student background characteristics, 
the study found that being a woman, being white and being African-American positively 
predicted institutional commitment. There was a positive finding for social engagement 
during the fall and spring semester for traditional white students, and academic non 
engagement reported for white students in the Spring semester. On the other hand, 
African-American students perceived the institution to be less supportive of them during 
the fall semester. 
Early involvement was seen as a positive predictor for persisting and continued 
involvement in the spring semester. Academic involvement during the fall semester 
predicted continued involvement in the spring semester and the perception of institutional 
support. In terms of academic non engagement; however, students who were not 
involved in the fall semester, were not involved in the spring semester and also perceived 
lack of support by the institution. Students who reported early traditional social 
involvement during the fall semester reported involvement with faculty in the spring 
semester (Milem & Berger, 1997). 
The perception of institutional support was connected to academic engagement, 
and the perception of peer support was connected to social engagement. Political 
ideology played a role in whether students felt supported by their peers and the institution 
as a whole. In general students who were more liberal felt supported by their peers and 
the institution. The model suggests that different forms of involvement have an effect on 
how the students perceive the support provided by their peers and the institutions; 
however this was less clear during the spring semester. The findings also suggest that 
"the interaction between involvement (or lack of involvement) and student perceptions of 
support may be a process through which we will come to better understand the ways in 
which students successfully navigate passage through the stage of transition and enter the 
stage of incorporation" (Milem & Berger, 1997, pg. 398). 
Berger and Milem (1999) built upon their earlier research to further understand 
the relationship between behavioral involvement and perceptual integration. This study 
used the same sample from Milem and Berger (1997). They used seven sets of variables 
as before and in addition measured student persistence from the first to second year of 
college. The results proved useful in combining behavioral and perceptual components 
in describing the persistence process. The background characteristics such as being 
female resulted positive when looking at the peer relationships. In addition, family 
income played an important role in peer relationships as well as in institutional 
commitment. High school grade point average also played a significant role in 
involvement and institutional commitment; however it had a negative result with faculty 
relationships. As with the previous study, African-American students felt the lack of 
institutional commitment. Also early involvement in the fall semester positively affected 
spiing involvement and 'significant effects on social integration, academic integration, 
subsequent commitment, and persistence" (Berger & Milem, 1999, pg. 658). It was also 
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the case that positive peer involvement tended to lead to lower levels of non involvement 
and greater academic and social integration in the spring. 
The study also points out that peer involvement strengthens institutional, social 
support and persistence. An interesting finding is that students with initial high level of 
institutional commitment tend to avoid early involvement. Therefore, it is important to 
identify these students early on in the process and help them get involved with campus 
life, whether socially or academically. Involvement with faculty early in the student's 
career has a negative correlation with a student's social integration. This is due to the fact 
that students who tend to not to fit in socially and find support with faculty. Finally, 
academic and social integration have a positive correlation with institutional 
commitment. In this study students with a different political view have a harder time 
integrating socially into the community. Overall, this model provides a better view of 
how students interact behaviorally and perceptually with regard to persistence and 
academic and social integration. 
Cabrera, Nora Castenada and Hengstler (1992) suggested that Tinto's 
Student Integration Model and Bean's Student Attrition Model could be merged to 
enhance the knowledge of the college persistence process. They noted that both 
models consider pre-college characteristics and a how "good fit" between students 
and institution affects a student's decision to persist. (Cabrera et al., 1992). At the 
same time, their difference could be complementary. Bean's Student Attrition 
Model "emphasizes the role factors external to the institution play in affecting 
attitudes and decision," while Tinto's Student Integration Model "regards grades 
as an outcome variable resulting from social-psychological processes." (Cabrera 
et al., 1992, pg. 145). That is, academic and social integration, institutional and 
goal commitment affect retention according to the Student Integration Model, 
while the Student Attrition Model stresses the intent to persist, attitudes, 
institutional fit and external factors as predictors of persistence (Cabrera et al., 
1992). 
Cabrera, Castaneda, Nora and Hengstler (1992) combined Tinto's and 
Bean's model, and the results were that complex relationships between 
institutional and personal factors are good indicators of persistence. However, in 
terms of which model is better, it all depends on the criteria in question. The 
Student Integration Model confirmed a higher percent of the hypotheses (70%) 
while the Student Attrition Model validated only 40%. (Cabrera et al., 1992). 
The study showed that these two theories were not independent, but rather they 
complemented each other. There are overlaps between institutional fit and 
commitment, and the Student Attrition Model revealed the shortcoming in the 
Student Integration Model, namely the role that external factors play in 
persistence. 
Cabrera, Castaneda and Nora (1993) took the above study further to 
explain "students' persistence decisions by simultaneously testing all non¬ 
overlapping propositions underlying both conceptual frameworks" (pg. 124). The 
results confirmed that merging the two theories into one model resulted in a better 
understanding of the individual, environmental and institutional variables. The 
environmental factors played a significant role in student's academic and social 
integration, a finding that Tinto had not predicted. This study noted that 
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encouragement and support from friends and family and other environmental 
factors should be considered (Cabrera et al., 1993). This study also suggested that 
institutions could improve retention by focusing on services such as financial aid, 
advising, and other support services, rather than dwelling on past student 
experiences with academic withdrawal. 
While the previous literature tested Tinto's Student Integration Model, 
Astin's Theory of Involvement and Bean's Student Attrition Model, the next study 
bases its recommendations on the empirical research of academic and social 
integration. Braxton and McClendon (2002) make 20 recommendations to be 
implemented by eight areas in colleges and universities. These eight areas are: 
academic advising, administrative policies and practices, enrollment management, 
faculty development, faculty reward system, student orientation programs, 
residential life, and student affairs programming (Braxton & McClendon, 2002, 
pg. 57). The recommendations made by Braxton and McClendon (2002) suggest 
that institutions have an equally responsible role in retention as the students when 
it comes to student academic and social integration. The following table list the 
20 recommendations by area of institutional practice offered by Braxton and 
McClendon (2002). These recommendations suggest that retention is campus¬ 
wide and involves all areas of the college. Braxton and McClendon (2002) 
present the recommendations as a set and encourage colleges and universities to 
implement them simultaneously. 
Over the last 35 years, many scholars have contributed a wealth of studies and 
knowledge to the subject of student retention and persistence. How is this wealth of 
knowledge translated into practice? How are these different theoretical models used in 
actual programs at institutions of higher education? The next section focuses on 
programs geared towards increasing student retention. 
Early Intervention and Retention Programs 
The studies in the previous section test the theoretical frameworks by 
Tinto and Bean, but how are these theories put into practice? The next section 
focuses on programs that use aspects of the Student Integration Model and 
Student Attrition Model to provide student support services to help college 
retention efforts. A considerable amount of research and programming has been 
directed towards increasing opportunities for student involvement with the social 
and intellectual communities of college life. Increased retention has been 
associated with informal student-faculty contact (Gerdes & Mallinckrodt, 1994; 
Pascarella, 1980; Pascarella & Terenzini, 1977; Pascarella & Terenzini, 1980) 
According to Noel, et al. (1986): "Contact with faculty was the number one 
reason [students] had decided to stay for their sophomore year" (p. 384). 
Increased retention rates have been associated with the development of a mentor 
relationship with faculty (Brookman, 1989; Griffith, March 1996; Kluepfel, 1994; 
Levitz & Noel, 1989; Reyes, 1997; Richardson, 1997; Tinto, 1988). Institutions 
have intentionally combined their retention efforts with their academic advising 
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Table 2-2: Recommendations for Implementation by Areas of Institutional Practice 
(Braxton & McClendon, 2002) 
Areas of Institutional 
Practice 
Recommendations 
Academic Advising 1. Academic advisors should encourage their advisees to 
consider the teaching practices of faculty members in the 
selection of courses. 
2. Academic advisors should strongly encourage their advisees 
to make efforts to establish memberships in the social 
communities of their collegiate institution. 
Administrative Policies 
and Procedures 
3. Effective methods for the communication of rules and 
regulations important to students should be developed. 
4. Rules and regulations governing student life should be 
enforced in a fair manner. 
5. Residential colleges and universities should require that all 
first and second year students live on campus. 
6. Commuter colleges and universities should develop social 
environments for students. Residential colleges and 
universities should develop social environments for 
commuter students and students who live of-campus 
Enrollment Management 7. Recruitment activities and publications should accurately 
portray the characteristics of a college or university to 
prospective students. 
8. Program and practices should encourage prospective 
students to visit the campus. 
9. Some financial aid should be given to all students who 
demonstrate financial need. 
Faculty Development 10. The techniques of cooperative/collaborative learning should 
be the focus of faculty development workshops and seminars 
11. Active learning should be the focus of faculty development 
workshops and seminars 
Faculty Reward System 12. Some weight in the faculty reward structure should be given 
to faculty' members who use teaching practices that foster the 
retention of students in college 
13. The teaching skills of organization and preparation and 
instructional skill and clarity should be appraised on student 
course rating instruments and by colleagues conduction 
classroom observations. 
14. Student course rating forms, colleague assessment, self- 
reports, and teaching portfolios should include indices of 
active learning. 
Student Orientation 
Programs 
15. Orientation programs should develop multiple opportunities 
for first-year students to socially interact with their peers 
Residential Life 16. First-year students should be assigned to residence halls in a 
manner that encourages a sense of community in each 
residence hall. 
17. Residence halls should provide opportunities for residents to 
interact socially. 
Student Affairs 
Programming 
18. Student Affairs offices should conduct workshops on coping 
with stress. 
19. Student affairs offices should conduct workshops on 
educational and career planning. 
20. Student affairs offices should conduct programs that honor 
the history and cultures of different racial/ethnic groups on 
campus. 
(Levitz & Noel, 1989), advocating that the "most student-centered people, programs, and 
services... [be] front load[ed]" (pg. 79), that is, implemented during the first year. The 
services to be implemented in the first year are a reference to intervention programs. 
Intervention programs come in many different forms. They often include 
orientation programs, designated freshmen courses, and academic support services 
(Seidman, 1996). These programs assist students with their transition from high school 
into college, often addressing the academic and social aspects of college life (Gass, 1990; 
Healy, 1998; Seidman, 1996) and introducing students to campus organizations and 
activities (Wilkie & Kuckuck, 1989). A table outlined below includes types of 
intervention programs, a brief description of their purpose, specific examples and 
relevant literature. 
Gass (1990) notes six factors that, when used in combination, help to increase 
retention. They are: 
• positive peer-group development 
• positive interaction with faculty members 
• development of career and/or major course of study plans 
• strong interest in academics 
• adequate preparation for college academics 
• compatibility with student expectations and college offerings. (Gass, 1990, pg. 
33) 
Table 2-3: Intervention Programs 
Tvpe of 
Intervention 
Program 
Brief Definition Specific Examples/Procrams 
Relevant 
Literature 
Orientation 
Programs 
Orientation programs that range in the 
number of days outside of the academic 
environment for the purpose of creating 
cohorts that would work academically and 
socially throughout the academic year. 
Summer Fireside Experience Program 
(SFEP); 
Freshman Camp (FC); 
Wilderness Orientation Programs 
Gass, 1990; 
Galloway, 
2000 
Summer Bridge 
Programs 
Summer bridge program range in the 
number of weeks (4-6) and the purpose is 
to introduce students to skills such as 
math, computer, writing, time 
management skills and other workshops. 
Students selected for these types of 
programs are often not admittable under 
the college university normal criteria. 
Gateway Program; 
Minority Engineering, Mathematics and 
Science (MEMS) 
Risku, 
2002; 
Ami, 2001 
First-Year 
Courses 
Semester-long course emphasizing 
development skills; enhance self-concept 
and encourage students they can do well 
in college 
First-Year Courses; 
Freshman Course; 
Freshman Seminar Course 
Boudreau 
and 
Kromrey, 
1994; 
Hardy and 
Karanthos. 
1992; 
Wilkie and 
Kuckuck. 
1989 
Common 
classroom 
experience 
FIG allowed students to share common 
classroom and outside experiences with 
peers; 
CSP combined course content and faculty 
from different disciplines. Meeting and 
socializing with students in their program 
and also with peers in their academic 
environment. 
Freshman Interest Group (FIG); 
Coordinated Studies Program (CSP) 
Tinto, 
Goodsell- 
Love and 
1 
Russo, 
1990 
Academic 
Support 
Programs 
Geared for students of color and 
disadvantaged students. Provides tutoring, 
remedial work, counseling, academic 
advising, financial assistance, student 
support services and social integration; 
Search for Education, Elevation, and 
Knowledge Program (SEEK) 
CORE ; 
Minority' Student Program (MSP) 
Francis, 
Kellv and 
Bell, 1993; 
Patrick, 
Furlow and 
Donovan. 
1988; 
Risku, 
2002 
Dual 
Enrollment 
Programs 
Offer juniors and seniors the opportunity 
to take college credit courses; allows 
college access and leads to degree 
completion 
Alssid et 
all. 2000 
-  
Innovative 
Dual 
Enrollment 
Models 
Provides basic instruction in reading, 
math, writing and critical thinking, 
students participate in small seminar 
groups and take additional courses 
towards continuing their educational 
opportunities. These models are available 
to a broader population on at-risk in- and 
out- of school youth. 
Massachusetts Diploma Plus; 
Washington State Puget Sound Pathways 
Network (PATHNET) 
Alssid et 
al„ 2000 
. 
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Similarly, Boudreau and Kromrey (Nov. 1994) list factors that contribute to low 
attrition. They are: "assessing personal strengths and setting goals, time management, 
reviewing study skills including memory development, reading, note taking, and test 
preparation, utilizing communication skills in handling interpersonal relationships, and 
finding and utilizing resources both on and off campus" (pg. 445). Most or a 
combination of these factors are targeted in designing successful retention programs. 
Many studies (Gass, 1990) have focused on orientation programs and first-year 
courses designed to help students acclimate to their new environment, academically and 
socially. These studies have focused on the retention rates and academic performance, as 
well as student's perception; some of the studies show positive results, while others show 
no significant differences. The topic of retention is complex, and institutions need to 
decide on the specific needs of their students in order to make their intervention programs 
successful. 
The Adventure Orientation Program discussed by Gass (1990) is an example of a 
retention program that used a combination of the six factors to address the needs of first- 
year students. Gass (1990) conducted a longitudinal study of effectiveness of an 
adventure orientation program on retention rates and provided recommendations for the 
future adventure program for incoming freshmen. Gass (1990) chose three groups of 
incoming freshmen at the University of New Hampshire for this study. The three groups 
were the Summer Fireside Experience Program (SFEP) which consisted of 19 females 
and 13 males, the Fieshmen Camp (FC) which consisted of 38 females and 26 males and 
the Control Group (CG) which consisted of 38 females and 26 males. The FC and CG 
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group were selected randomly from a larger group and the SFEP and FC group 
volunteered to be part of the orientation programs. 
The SFEP students participated in a five-day orientation program, whereas 
students from the FC group participated in a four-day session at a residential camp (Gass, 
1990). The CG students were in the same entering class as the SFEP and FC group but 
they did not participate in SFEP or FC orientation programs. Data on attrition rate, high 
school rank and college aptitude test scores were collected a year after the orientation 
program. 
The results revealed significant differences among the three groups. Gass found 
that the SFEP experienced a greater immediate retention rate than the FC or CG group. 
A negative effect, however, was found in the long-term retention of students who 
participated in this adventure program. As students continued with their second and 
subsequent years of education, the attrition rates decreased. Analysis of secondary 
factors such as sex, program instructor, and method of participant solicitation had no 
statistical significant effect on the results of retention (Gass, 1990). This adventure 
orientation program (SFEP), which focused on six academic and social goals, led to a low 
attrition rate beyond the first year. Students who attended SFEP were less likely to leave 
the institution compared to students who did not. Its success can be attributed to the well- 
planned program, which addressed specific student needs. 
Similar programs include the Freshmen Interest Group (FIG) at the University of 
Washington and the Coordinated Studies Program (CSP) at Seattle Central Community 
College (Tinto, Goodsell-Love, & Russo, Fall 1993). The FIG program allowed students 
to share their common classroom and outside experiences with peers. This common 
experience enabled students in the FIG program to feel comfortable and adjust socially to 
their new environment. The persistence level of students who participated in the FIG 
program was higher and their grade point averages were also higher compared to students 
who did not participate in the FIG program (Tinto et ah, Fall 1993). 
Similarly, students in the CSP program register for a "cluster of courses that 
combine content and faculty from several different disciplines" (Tinto et al., Fall 1993, 
pg. 19) . The continuity of professors and peers assist students in their learning process, 
which results in greater levels of discussion and activities in the CSP program. This 
program enhanced students' academic, social and emotional levels through common 
activities, assignments and classroom discussions. This learning environment gave these 
students the opportunity to meet and socialize with students in their program, as well as 
have common peers in their academic environment. CSP students emphasized more 
positive views of the college, the academic experience involvement in campus 
organizations and activities. The rates of persistence were significantly higher than for 
similar students who were not part of the program. 
The purpose of these programs was to build a supportive community in each 
institution so that students feel academically and socially integrated. These programs 
helped bond students together and showed that the academic performance and persistence 
was higher among those students that were part of collaborative programs (Tinto et al., 
Fall 1993). 
Boudreau and Kromrey (Nov. 1994) looked at a semester-long freshmen 
orientation course that emphasized skill development. Boudreau and Kromrey (Nov. 
1994) intended to determine if there was a relationship between the semester-long course 
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and retention of first-year students. There were 1,286 students enrolled from fall 1987 
through 1990. Boudreau and Kromrey (Nov. 1994) selected groups that were similar. 
They were chosen on the bases of their semester of entry and their participation in the 
course. Non-university experience course students and university experience course 
students were matched according to "race, sex, high school academic record, admission 
test scores, admission status, and university major" (Boudreau & Kromrey, Nov. 1994, 
pg. 446). Data was collected after the spring, 1991 semester, which provided the four- 
year time frame needed for the fall, 1987 class to graduate (Boudreau & Kromrey, Nov. 
1994). The cumulative credits completed, cumulative grade point average, academic 
standing, academic major and degree awarded were collected and analyzed. 
This study found a positive correlation in the retention rates of the students who 
participated in the program, however, two out of the four cohorts experienced higher 
retention rates: fall, 1989 and fall, 1990 (Boudreau & Kromrey, Nov. 1994). Statistical 
significant differences between non-university experience course and university 
experience course were found by race, sex, admission status. The academic performance 
of students from the fall 1989 cohort, were positively higher than for those students not in 
the program. No significant difference in academic standing was found in the other 
cohorts. However, a "significant interaction between the course participants and 
admission status" was found in determining the academic achievement measured by the 
students' grade point average (Boudreau & Kromrey, Nov. 1994, pg. 448). The grade 
point averages were higher among those who participated in the program. Although this 
study did not research specifically how the University Experience course contributed to 
increased retention, the authors speculated that the increased retention may be related to 
the increase in student interaction with peers and faculty, and the increase in their 
knowledge of student and campus support services (Boudreau & Kromrey, Nov. 1994). 
Early Intervention and Retention Programs for At-Risk Students 
The previous section focused on research that explored the successes and failures 
of intervention programs; however, its focus was on the general student population. This 
next section will continue to explore the successes/failures of intervention programs 
specifically geared to high-risk, under-prepared and minority students. Many of the 
studies conducted regarding retention were often generalized to a specific community; 
however studies today are more specific, focusing on particular groups of students with 
certain background characteristics, for example (Berger & Lyons, 2005). Before 
continuing on to discuss the programs, it is important to have a clear understanding of 
how high-risk, underprepared and minority students are defined. 
High-Risk, Underprepared and Minority Students 
Many descriptors are used interchangeably when referring to students at risk in 
colleges and universities. High-risk and underprepared are adjectives often used to 
define students who normally would not meet regular admissions criteria and would need 
extra support to complete their academic career. Hardy and Karanthos (1992) define 
high-risk students in their study as those who scored 15 or less on the ACT composite 
test, who placed into developmental English or Math and whose predicted college grade 
point average is below 2.0. Pizzolato (Nov/Dec 2003) defines a high-risk college student 
"as one whose academic background (academic preparation), prior performance (low 
high school or first-semester college GPA), or personal characteristics (e.g., first- 
generation students or students with low socioeconomic status without a long or 
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necessarily successful history in higher education) may contribute to academic failure or 
early withdrawal from college" (Pizzolato, Nov/Dec 2003, pg. 799). Johnson (1995), on 
the other hand, uses the term underprepared and defines it as students "who are denied 
regular admission to the University and who would otherwise have no alternative access 
to higher education in the southern pail of Maine...it is intended for students who fail to 
meet admission requirement, but who show promise and have the strong recommendation 
of a guidance counselor..." (Johnson, 1995, pg. 22-23). Minority students are also 
discussed in this section and the characteristics that help identify them as such are their 
racially defined backgrounds. They are ethnically and sometimes socio economically 
underrepresented in colleges and universities, e.g., African-Americans, Latinos, and 
Native Americans etc. The next section focuses on intervention programs that have been 
designed for these students. 
Hardy and Karathanos (1992) evaluated a program at Southeast Missouri State 
University designed to help retention. A freshman bridge course was designed for high- 
risk students, whose ACT composite score was lower than a 15, and whose college grade 
point average was predicted to be below 2.0 (Hardy and Karathanos, 1992). The sample 
size consisted of 250 high-risk students admitted in the fall semester of 1987; however, 
only 65 of the 250 were selected as the experimental group. Of the 65, 59 students 
provided usable data. 
The freshmen course was designed to "provide information and skill development 
to enhance self-concept and encourage students to believe they can do well in college" 
(Hardy and Karathanos, 1992, p. 214). This bridge course had students randomly 
assigned to three sections: self-concept, academic performance and persistence and 
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student perceptions. Hardy and Karanthos (1992) used the Tennessee Self Concept Scale 
(Fitts, 1965) to test for effectiveness of self-concept as a measure. The academic 
performance and persistence were calculated from the percentage of students who 
returned in the spring 1989 semester, and a rating scale was used to determine the 
students' perception and opinion of the bridge course. 
This program was successful in enhancing the students' self-concept and self¬ 
esteem. These high-risk students who had done poorly before attending college hurdled 
the bander of academic performance, thus partially accomplishing the academic 
persistence goal. There was no significant difference on the overall grade point average, 
yet the students' overall perception of the bridge course was positive. 
Wilkie and Kuckuck (1989) similarly conducted a longitudinal study to determine 
the effects of a freshman seminar course. The purpose of their study was to look at the 
cumulative grade point averages and the retention rate of high-risk students who had 
successfully completed a freshman seminar course in their first semester. The students 
who participated in the seminar were randomly selected using four criteria: they were 
17-19 year old; their status was full-time; they were accepted in a four-year degree 
program; and they were high-risk students with a predicted grade point average of 1.5. 
The students who completed the course achieved significantly higher cumulative grade 
point averages over a three-year period than students in the control group. The retention 
rates among the participants were consistently higher than those in the control group; 
however the rates were not statistically significant. 
Unlike the previous studies which focused on a course, Francis, Kelly and Bell 
(1993) examined a student support service, Search for Education, Elevation, and 
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Knowledge Program (SEEK) geared for minorities and disadvantaged students at the City 
University of New York. This study asked how the academic environment can affect the 
"success or failure and how institutions offer their students resources that enable them to 
overcome the legacies of poverty and attitudes inimical to the culture of learning" 
(Francis et al., 1993, pg. 437). 
The SEEK program, opened to minority students at the City University of New 
York in 1969, "assimilates poorer minority students into publicly funded higher 
education, and at the same time, it broadens the culture of the university environment, 
sensitizing it to the needs of those whose cultures and 'codes' often differ from middle- 
class oriented values"(Francis et al., 1993, pg. 437). The Brooklyn College SEEK 
Program has provided academic services such as tutoring, remedial work, counseling, 
financial assistance, and student support services, and program as well as social 
integration for over two decades. 
Francis, Kelly & Bell (1993) suggest that there is growing interest in the study of 
the relationship between non-cognitive factors and academic integration. Non-cognitive 
factors include positive self-concept, realistic self-appraisal, community involvement, 
differences in financial status, student's locus of control and interpersonal skills (Francis 
et al., 1993). The authors (1993) argue that these non-cognitive factors can play a major 
role in affecting the academic integration of these under-prepared students. Francis, 
Kelly & Bell (1993 ) believe that academic integration of under-prepared students is the 
result of endogenous and exogenous variables, and institutional interactions. They 
describe endogenous variables as remedial and tutorial services, skill development, 
counseling, participation in peer clubs and institutional integration, whereas exogenous is 
described as high school average, SAT scores, family income, educational background, 
and financial aid (Francis et ah, 1993) 
Francis et al. (1993) also suggest that by having a clear understanding of the 
students' needs, institutions have a better opportunity to reduce the number of 
withdrawals and put institutions in a position to engage students in academic work. This 
aids administrators and counselors of such programs to better use the feedback provided 
by participating students and allow more communication to be facilitated between 
faculty, students and administrators. They also suggest that informal interactions 
between faculty, students, and administrators will eventually help to integrate under¬ 
prepared students into the mainstream of college life. Francis, Kelly & Bell (1993) 
hypothesize that if student integration into the institution affects academic assimilation, 
then consideration must be given to social integration. Therefore, when institutions 
implement such programs, anticipation of the academic and social integration of marginal 
students should be taken into account. 
Although some research studies indicate that academic intervention programs are 
not successful in student motivation, others indicate that they are successful for under¬ 
prepared students and lead to increased student retention (Patrick, Furlow, & Donovan, 
1988). Patrick, Furlow and Donovan (1988) discussed a model for a comprehensive 
academic orientation and advising program for the freshman year for small campuses of 
1,000 students or less. 
Patrick, Furlow and Donovan (1988) evaluated the program, CORE, established 
for high-risk students at a regional campus of a large research university. In 1984, 46 
percent of the students at this university were academically under-prepared in English 
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and/or mathematics. These students were identified by the Freshman Testing, 
Counseling, and Advising Program (FTCAP), a program established to give placement 
test in English, mathematics and chemistry to determine entry level in introductory 
courses. Due to an increase in academically under-prepared students, the campus 
community agreed that these students would not have their needs met by traditional 
faculty advising. Thus, during the academic year 1984-85, an academic advising team 
(CORE) was established. CORE consisted of the "director of Academic Affairs, two 
professional counselors and six faculty members selected by their peers for their advising 
competence" (Patrick et al., 1988, pg. 30). This group was responsible for the academic 
advising and counseling of high-risk students. 
The 88 students in CORE were selected through the summer FTCAP program. 
Each student was assigned an advisor, who met with them every week during their 
freshman year. These students were compared to 115 baccalaureate-degree seeking 
students, not pail of CORE on the following criteria: "verbal SAT scores, math SAT 
scores, total SAT scores, high school GPA, predicted GPA for non-science majors, and 
predicted GPA for science majors" (Patrick et al., 1988, pg. 30). 
The results indicate differences between the CORE and non-CORE students in all 
of the criteria mentioned above. With the exception of cumulative GPA Science-oriented 
majors (2.44 for CORE, 2.41 for Non-CORE), the rest of the scores of CORE students 
were less than Non-CORE students. This illustrates that the CORE students were less 
academically prepared than Non-CORE students. The retention rate for CORE students 
was 9.52 percent higher than Non-CORE. In terms of persistence, nearly 60 percent of 
each CORE group remained at the DuBois campus after their freshmen year and it was 
also shown that more CORE students transferred to other schools within the system than 
Non-CORE students. In a follow-up study of the first-year participants, CORE students 
in general persisted at a rate of 13.27 percent higher than Non-CORE students by the end 
of the second year. Thus Patrick, Furlow and Donovan (1988) "maintain the coordinated 
attention on educational planning, development of study skills, personal adjustment to 
college life, and reversal of basic skills deficiencies in English and/or mathematics with 
high-risk students have contributed to the success of the CORE program" (Patrick et al., 
1988, pg. 33). 
Similar to Patrick, Furlow, and Donovan, Johnson (1995) evaluates the 
effectiveness the First Year Alternative Experience Program (FYAE) at the University of 
Southern Maine, an experimental year of an alternative college designed to serve 
underprepared students -students who do not meet the regular admissions criteria. 
Students eligible for the program are admitted to the program on a "conditional basis are 
not permitted to move into the mainstream of the University until all specified conditions 
have been met" (Johnson, 1995, pg. 23). Johnson evaluated the program using the 
following objectives: 
1. to obtain and study background information about all FYAE students; 
2. to assess entry skill levels of FYAE students in the areas of English, 
mathematics and reading; 
3. to assess FYAE student learner preferences; 
4. to monitor/assess student progress in courses; 
5. to assess student satisfaction and perceptions of the various aspects of 
FYAE; 
6. to assess skill gains of FYAE students in the areas of English, 
mathematics, and reading; 
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7. to track student progress 2 to 4 years beyond the FYAE program. 
(Johnson, 1995, pg. 23) 
The summer prior to students entering the FYAE program, they were given placement 
examinations. If they did not meet the English and/or math proficiency test, they were 
sent a questionnaire to fill out. The questionnaire asked for high school academic 
information, work experience, family background, future expectations. A total of 52 (25 
male; 27 female) students were enrolled in the Fall of the FYAE program and by the 
spring semester 4 students were withdrawn. 
Johnson concluded that the FYAE students developed more self-confidence and 
expected more of themselves after a year of college. The retention rate of the FYAE 
students for the first year was 82.7%, the majority of the students passed all their courses 
with an average GPA of 2.0 or higher, and they developed positive relationships with 
each other. 
Risku (2002) discusses the Minority Student Program (MSP), a program which 
began as a pilot program in 1994 at the University of Minnesota as a result of prior racial 
incidents. MSP was initiated to address the unmet needs of students of colors. The pilot 
program started as an orientation course and grew into a longer summer session. MSP 
provides academic support, financial help and counseling. The Gateway Program is part 
of MSP, and its primary responsibility is a 4-week summer program that introduces 
African-American and Native American students to math, computer, writing and other 
subjects. The Gateway Program has three major goals "the successful recruitment and 
introduction of students of color to the university; the successful retention, graduation 
and post graduate career placement of students of color; and the creation of an academic 
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environment that draws faculty of color to positions, that engenders academic 
satisfaction, and that moves the university beyond recruitment issues for faculty of color 
to issues of retention and promotion" (Risku, 2002, pg. 671). 
Gateway Program students are selected through the admissions process, and the 
criteria for admission are low ACT scores and high school rank, or high ACT scores and 
low school rank. Students in the Gateway Program are expected to take required courses; 
advising is determined by Gateway instructors, and after a year of being in the program 
students are asked to select a regular faculty member in their concentration as their 
advisor; however, they continue to receive informal advising from MSP. Gateway 
students have many options when it comes to improving their academic performance. 
They have peer-tutoring and access to the Cross-Cultural Program; drop-in tutoring at the 
Minority Resource Center and tutoring sessions are available in subjects such as 
chemistry, physics, math, Spanish, computer science and music. Gateway Program 
students are mentored by upper-division Gateway students. They serve as discussion 
leaders and informal counselors during the summer programs, and throughout the year 
they serve as mentors and tutors. Workshops are also an essential part of the program. 
During the summer, workshops occur bi-weekly. They occur regularly during the 
academic year. Workshops range from "career-planning, intercultural communications, 
student employment on campus, study skills/time management, faculty relations, faculty 
expectations, student activities, academic advising, undecided major, stress management, 
history of the university, and cultural discussion groups that include topics such as 
racism, interracial dating and cultural differences" (Risku, 2002, pg. 683). 
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Risku notes that five years of statistical data do not reveal any significant 
difference in the graduation rates of Gateway and non Gateway students. However, he 
notes that faculty involvement in these bridge programs is very important, but is not 
given much weight when it comes time for tenure and promotion. Risku also states that 
at a time when affirmative action is not seen favorably, these bridge programs are crucial 
in ensuring the success of students of color (Risku, 2002). 
Similar to the Gateway Program, the Minority Engineering, Mathematics and 
Sciences (MEMS) Department at the University of New Mexico (UNM) was created to 
address the issue of low minority enrollment and retention in the program. MEMS 
sponsors a four-week summer program geared toward minority students and women 
entering the fields of engineering, mathematics and the sciences. During this four-week 
period students are actively engaged in studying mathematics because it is the foundation 
for the other fields and it is also the area in which minority students and women tend to 
be less proficient. The program emphasizes mathematics. Students in MEMS had a 
mathematics placement test on the first day of the summer program and again at the end 
of the program. After the summer program, placement was determined based on high 
school GPA and ACT scores. These data, combined with the administered test at UNM, 
determined their placement of math courses. The results of the students going through 
the summer program revealed that 64.3% of the students had improved their algebra 
skills from an average of 54.1% to 69.4%; and 43% of the student improved the 
placement in mathematics courses by one level. Overall the results of the summer 
program were positive and showed student improvement in mathematics. (Ami, 2001) 
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Traditionally bridge programs are programs that take place during the summer 
and help students transition into college. There are other types of bridge programs that 
also help the transitioning of students to college. Alssid, Gruber and Mazzeo (2000) 
discuss two types of programs that help with transitioning from high school to college - 
dual enrollment programs and innovative models. Dual enrollment programs are 
available in some states and they offer juniors and seniors the option of taking college 
credit courses. This option allows students the opportunity to have college access and 
leads to degree completion; one of the drawbacks of dual enrollment programs is that it 
targets students who are successful academically and would normally attend college. 
The innovative models address the issue of targeting students at risk. Similar to 
the dual enrollment, this model provides an alternative to college access. The 
Massachusetts Diploma Plus, for example has the dual enrollment aspect. It also provides 
basic instruction in reading, math, writing and critical thinking. Students participate in 
small seminar groups and they are able to take additional courses toward an Associate's 
Degree. Unlike the dual enrollment programs, this program tends to attract minority 
students and students with very low family incomes. Similarly, Washington State Puget 
Sound Pathways Network (PATHNET) works in two phases. The first phase last 
between 10-12 weeks and consists of "assessment, introduction to career and education 
opportunities, career planning, basic skills preparation including literacy, computer and 
math skills, paid employment, case management, and day care and other supportive 
services (Alssid et al., 2000, pg. 11). The second phase includes case management, peer 
counseling, employment and placement services, and ongoing connection to training and 
education opportunities at the community colleges (Alssid et al., 2000, pg. 11). This 
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program is operated in six area community colleges in Seattle, and it attracts out-of¬ 
school youth who are economically and academically disadvantaged. 
The advantage of the innovative models is that they attract a broader population 
and draws students who would normally not continue their education. These models also 
help students attain the remediation they need to attend 4-year institutions. The challenge 
for the these programs is to maintain funding sources, which require the relationships 
with government, the community, community colleges and schools (Alssid et al., 2000). 
Alssid et al. (2000), note that post-secondary education is important economically 
in today's economy, that sUidents of color and disadvantaged students have limited access 
to education, and that current bridge programs do not necessarily address the needs of at- 
risk and disadvantaged students. The states of Minnesota, Utah, Washington, and 
Massachusetts have models that link community colleges and high schools, provide the 
on-campus college experience, allow students to receive college credit, transition students 
to college degree programs, and provide basic skill and support. Based on the programs 
above, Alssid et al. (2000), believe that there are opportunities for other states to be 
involved in the college/bridge initiative for at-risk and out-of-school youth. 
Overview of Conceptual Framework 
There are many different types of early intervention programs, and they include 
variations of the theoretical framework discussed in this chapter to support students 
academically and socially. The previous section focused on different types of 
intervention programs that incorporated variations of Tinto's (1975; 1982; 1988) Student 
Integration Model, Astin's (1977; 1993) Theory of Involvement, and Bean's (1980; 1983; 
1990) Student Attrition Model. These programs include orientation programs (Gass, 
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1990), common classroom experience (Tinto et al., Fall 1993), freshman orientation 
courses!Boudreau & Kromrey, Nov. 1994), first-year courses (Hardy & Karathanos, 
1992), and academic support programs (Alssid et al., 2000; Francis et al., 1993; Johnson, 
1995; Patrick et al., 1988; Risku, 2002). While these programs differ in the population 
they serve and are different in their structure, they share some common themes. The 
James Baldwin Program, a year-long bridge program, has several of these variations in 
existence as the Program's goals. In particular, they tend to encourage self-concept and 
self-esteem, provide a common classroom or group experience, provide academic 
support, and encourage social interactions between faculty and students. In addition 
these programs help students adjust to college life, get higher grades, and perform better 
academically and provide mechanisms for informal and formal interactions between 
students, faculty and staff. In addition to these outcomes they serve one more function, 
the most important one. In short, they help students persist. 
There have been many scholars (Astin, 1977, 1993; Bean & Eaton, 2001, 2002; 
Bean, 1980, 1983, 1990; Berger, 2000; Berger & Braxton, 1998; Braxton et al., 1997; 
Cabrera et ah, 1992; Cabrera et al., 1993; Pascarella, 1980; Pascarella, 1982; Pascarella 
& Terenzini, 1977; Pascarella & Terenzini, 1980; Tinto, 1975; Tinto, 1982, 1988) who 
have developed persistence theories; however, the framework I will be working with to 
assess the James Baldwin Scholars Program is a variation of Tinto's, Bean's and Astin's 
model. Tinto and Bean developed two models—the Student Integration Model and the 
Student Attrition Model—to further understand student persistence in institutions of 
higher education, while Astin (1977) used his theory of involvement. These models have 
been used widely by many scholars in many capacities. Some scholars have combined 
61 
the theoretical framework, others have added other dimensions to the framework and 
others have tested the models in different institutions and with different populations to 
understand how persistence occurs. Generally, a balance between academic and social 
integration and level of institutional and goal commitment leads to persistence. Similar 
to the scholars listed above, the conceptual model illustrated below incorporates and 
combines aspect of Tinto's, Bean's and Astin's persistence theories. The model integrates 
the sociological, perceptual, behavioral and psychological approaches for the purpose of 
evaluating an intervention program. 
Conceptual Model to Assess the James 
Baldwin Scholars Program 
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Figure 2-2: Model to Assess the James Baldwin Scholars Program 
The purpose of this dissertation is to assess an early-intervention program, the 
James Baldwin Scholars, at a non-traditional small liberal arts college in Massachusetts. 
The pre-college characteristics will help determine the student's academic and social 
expectations for their first-year in the Program. Based on the student's academic and 
social expectations and what the Program offers will affect the student's experience their 
first-year which will in turn affect their decision to persist. 
The following are areas I will examine to assess the expectations and experiences 
of the students and the goals of the Program using the model above as a framework: 
individual characteristics (e.g., gender, ethnicity, and first generation student to attend 
college), family characteristics (e.g., family income, location) and high school 
characteristics (e.g., high school graduate, GPA, rank). The next section in the model 
attempts to understand the student's expectations prior to them beginning their academic 
year. These expectations are divided into academic (expectation of a non-traditional 
liberal arts institutions, courses, and first-year) and social (memberships in student 
organizations, co-curricular courses or activities, relationships) expectations. This is 
followed by what the Program provides for academic (courses, divisional system, 
advising/counseling) and social support (internships, informal support group, and 
community service). This then leads to the student's actual experience -academic, 
relationships and social support. The final link to the model depends on the student's 
overall experience at the college and whether or not the experiences affect the student's 
decision to continue. 
The following chapter will be a description of the James Baldwin Scholars 
Program and its host institution with a description of the research methods. 
— 
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CHAPTER 3 
METHODOLOGY 
Introduction 
The previous chapter reviewed literature on the theoretical as well as the practical 
approaches of retention. According to the US. News & World Report Ultimate College 
Guide (McGrath, 2005) and using the cohort Hampshire competes with for students and 
faculty (see Table 3-1) the retention rates of freshmen entering between 1999 and 2002 
m 
who returned the following fall was 86% compared to Hampshire's 79%. Similarly the 4- ^ 
11 
year graduation and 6-year graduation rate for these same institutions is 64% and 71% 
respectively, while at Hampshire College it is 44% and 59%. Using the peer analysis tool 
of IPEDS and the same cohort as Table 3-1, Table 3-2 is the percent of students by 
selected categories of race/ethnicity enrolled for fall 2003. 
To assess the James Baldwin Scholars it is important to provide the history and 
description of the Program. This chapter will provide an overview of Hampshire 
College, a non traditional liberal institution, and the James Baldwin Scholars Program, a 
transition program geared for Latino/a and African-American student. Next, I will 
discuss the research design, including the participants, data collection and analyses 
followed by the validity and importance of the study. 
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Table 3-1: Retention Rate After One Year and Four- and Six- Year Graduation Rates For 
Hampshire College Comparative Group of Liberal Arts Colleges (McGrath, 2005) 
Name of College 
Retention Rate 
After One Year 
(Freshmen 
entering 1999- 
2002) 
4-Year 
Graduation Rate 
(1997 entering 
Freshmen) 
6-Year 
Graduation 
Average 
(Freshmen 
starting in 1994 
through 1997) 
Amherst College 97 89 96 
Antioch College 71 N/A 43 
Bard College 87 55 68 
Beloit College 91 60 70 
Bennington College 80 54 72 
Colorado College 91 70 80 
Connecticut College 91 83 84 
Earlham College 84 53 70 
Evergreen State College 72 38 52 
Goucher College 79 63 65 
Grinnell College 92 80 84 
Hampshire College 79 44 59 
Lewis & Clark College 82 63 65 
Macalester College 92 75 80 
Marlboro College 71 32 41 
Mount Holyoke College 92 72 79 
Oberlin College 90 64 78 
Pitzer College 85 64 66 
Reed College 86 46 70 
Sarah Lawrence College 91 61 72 
Skidmore College 91 75 77 
Smith College 91 80 83 
Vassar College 95 82 88 
Wheaton College (MA) 87 68 72 
Average 86 64 71 
Table 3-2: Percent of Students by Selected Categories of Race/Ethnicity for Fall 2003 
Race/Ethnicitv Hampshire College Peer Group 
American Indian/Alaska Native 
.7 .9 
Asian/Pacific Islandar 4.2 4.8 
Black.non-Hispance 3.2 3.8 
Hispanic 5.1 4.5 
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Hampshire College 
Before I begin describing the James Baldwin Scholars Program it is important to 
understand the history and background of Hampshire College. As early as 1958, a 
committee consisting of members from Amherst College, Mount Holyoke College, Smith 
College and the University of Massachusetts came up with a document titled The New 
College Plan: A Proposal for a Major Departure in Higher Education dated November 
14, 1958. The idea of Hampshire College was bom. 
The existing institutions were feeling the pressures for expansion, but did not 
want to expand. The president of Amherst College, Charles Cole, believed that the 
College would have to change if they continued expanding (Story, 1992). The 
institutions were content being prestigious and conservative and were opposed to change. 
However, there were students, faculty and administrators who believed there was a better 
way of educating. This unrest among the students, faculty, and administrators led to the 
project of The New College Plan. This project exemplified the era of educational 
reconstruction in American higher education. At this time the society and culture were 
changing. The economics of education, knowledge and intellectual technology of 
urbanization and community were challenged (Patterson & Longsworth, 1966). 
After much planning and some skepticism, Hampshire College, a small rural, 
residential liberal arts college with approximately 1200 students, was founded, by 
Amherst, Mount Holyoke and Smith Colleges and the University of Massachusetts 
Amherst to provide a fresh academic alternative to traditional education. Since 1970, 
Hampshire College has established a reputation as an institution with an innovative 
educational and pedagogical approach with an interdisciplinary curriculum. 
Hampshire's academic program is distinct from other liberal arts colleges. 
Students work with small faculty committees to design and negotiate their education, and 
they progress in their academic career at Hampshire by completing a three-phase 
divisional sequence. The first phase, known as Division I, introduces the student to a 
broad range of subject matter before they choose an area of concentration. Students are 
introduced to each of the five schools—Cognitive Science, Humanities, Arts and Cultural 
Studies, Interdisciplinary Arts, Natural Science and Social Science. They complete a 
course in each school as part of fulfilling Division I requirements. The curriculum is 
intended to do several things: "to serve as a controlled decompression chamber after the 
high pressure information ingesting test scoring period of high school; to enable students 
to begin to see the meaning of liberal education in Hampshire's terms; to use a structured 
sequence to introduce students to the fields and educational procedures of the College; 
and to give them preparation for greater independence in their studies" (Patterson & 
Longsworth, 1966). In addition, Division I helps students writing skills, methods of 
quantitative analysis, presentation skills, research skills, independent work, and critical 
inquiry and art making; this work helps prepare them for advanced study in Division II 
and III. Eight satisfactorily evaluated courses (including a mandatory tutorial course), 
five in each of the schools and three electives, are required for completion of Division I. 
In the second phase, students enter an area in one of the five schools for 
preparation in the concepts and methods of a single discipline. Division II, also known as 
the core of a student's education at Hampshire College, consists of a concentration of 
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courses (designed and negotiated by the student with a faculty committee) and other 
learning activities, including a multiple cultural perspectives requirement, additional 
studies as appropriate, and community service (Non Satis Non Scire: Student Handbook, 
2004). 
In the last phase, Division III, students embark on a major independent project 
with the guidance of a faculty committee. Division III "projects explore in depth a 
specific aspect of the student's Division II work" (Non Satis Non Scire: Student 
Handbook, 2004). In addition to the independent projects, students need to complete two 
advanced educational activities while in Division III. One of the activities must be an 
advanced level course or supervised advanced educational activity. The second may be 
one of the above activities, a supervised internship, or an independent study. 
This divisional work allows the students to work and develop independently, 
within the context and rigor of an interdisciplinary program of study. With the exception 
of Division I, there are no required courses and no fixed number of credits to go through 
in the process. Student transcripts consists of narrative evaluations for all courses taken 
at Hampshire, grades from courses taken at one of the three colleges or University, and 
the narrative evaluation of Division I, II and III. On the average, students will spend 
about an academic year working on Division I, two years in Division II and a year in 
Division III. 
Although the academic curriculum was achieving the goals of the College 
mission, Hampshire during the 1970s was not racially, ethnically or economically 
diverse. As Hampshire grew over time, it gained class diversity but struggled to achieve 
ethnic and racial diversity, especially during periods of recession. In the beginning of the 
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fourth president's tenure in the 1990s, progress had been made in achieving socio¬ 
economic diversity by “discounting,”(i.e. financial aid) the only approach available to a 
young college founded on the principle that it would operate on tuition alone and 
possessing a working endowment less than $9 million (Prince, Fernandez, & Kelly, 
2004). Achieving racial and ethnic diversity had been far less successful. Students of 
color represented less than seven percent of the population, and African-American 
students less than three percent. More worrisome, the trend appeared to be going down 
as the country entered a second recession in less than ten years. 
Hampshire’s president decided that aggressive action had to be taken, ranging 
from trustee recruitment to greater investment in the admissions office to greater social 
engagement in ways that would make Hampshire more visible. A series of events and 
the lack of racial and ethnic diversity led to the creation of the James Baldwin Scholars 
Program at Hampshire College. 
The James Baldwin Scholars Program 
The intent of the James Baldwin Scholars program is "to give ambitious urban 
students who are underprepared for college because of limited access to academic 
resources, inappropriate high school tracking, or heavy family or work responsibilities 
the skills necessary to succeed in college-level studies" ("The James Baldwin Scholars 
Program: A Transition Year at Hampshire College,"). It is a transitional-year program 
designed to ease the academic and social transition of students from underserved 
communities. The program seeks to develop Scholars academic skills including 
reasoning, writing, presentation and others as needed. It offers two writing classes, 
tutoring and a reduced course load of three, rather than four, courses each semester. 
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Baldwin Scholars receive a full scholarship for their Baldwin year, a book allowance and 
some incidentals. Baldwin students attend a series of workshops designed to introduce 
them to campus resources and personnel. "Regular meetings with an academic advisor 
are a critical element of the support the college provides the Baldwin Scholars" ("The 
James Baldwin Scholars Program: A Transition Year at Hampshire College,"). 
The Program also helps students become members of the Hampshire community 
through additional academic counseling and non-academic advising and an informal 
support group of students from similar backgrounds that plans activities, parties and other 
hi 
events. The James Baldwin Scholars also works in conjunction with the Community ^ 
n 
Partnership for Social Change program, who help Baldwin students find summer 
internships, write resumes, teach them how to interview effectively and other related job 
searching skills (Marquez, October 24, 2002). 
History of the James Baldwin Scholars Program 
After a series of conferences focusing on the urban crisis in the United States in 
the 1990s, one of the participants, the director of the Learning Tree, a private 
organization in Springfield, Massachusetts serving young African-American men who 
j 
; 
were either high school graduates or drop-outs, contacted the President in December of 
1991 and asked if the College would admit four students who had just completed their 
GED diploma and had no college options until at the earliest the following September. 
The Director argued that these four students would have little chance of going to college, 
if they waited six months without any academic challenges. Most of the administrators at 
the College, however, felt we could not respond without careful planning. The director 
was responding to the principles and issues discussed at the urban conferences. As 
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successful as the director of the Learning Tree had been in getting students back into 
school, he did not have a follow-up plan for what should happen next, especially in a time 
of recession when jobs were scarce. At the same time, Hampshire was concerned about 
its declining number of African-American students and was concerned about the 
possibility of having no African-American students on campus and little racial and ethnic 
diversity. The College needed to reverse the trend quickly. 
The College decided that this initiative would provide a way to respond to the 
lack of racial and ethnic diversity, to ideas discussed at the urban conferences, to work 
within limited resources, and to demonstrate that the institution could make a difference 
and model the actions and values that it expected its students to exemplify. Such a 
program also might confirm that Hampshire's non-traditional approach to education could 
succeed with these students. There would be significant risks, however, with everyone's 
involvement—Hampshire, the Learning Tree and the students—those risks could be 
minimized. The initiative would be an effort to respect the community as an equal 
partner, to recognize that community residents had special insights to offer about possible 
at-risk students and to find a way to help each meet the needs of the other. 
The initiative began spring 1992 with four students admitted to a pilot program 
that was evaluated at the end of the semester. There were many difficulties with the 
program; however, administrators believed the program should continue. Faculty 
expressed concern about student's attendance and completion of coursework. They also 
questioned the admission process for these students. The program would continue to 
recruit students who had "little chance of going to a four-year college, but whom the 
community organizations could recommend and, most importantly, could mentor" 
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(Prince et al., 2004). This was a problem because it delayed (sometimes critically) 
students' involvement in the College. At the end of the first semester the pilot program 
became known as the James Baldwin Scholars Program. 
The James Baldwin Scholars at Hampshire College, named after the African- 
American writer and scholar, and Hampshire College faculty member James Baldwin, 
was founded in 1992 as part of an urban initiative by the College. The program had a 
director, an advisory committee and a dedicated staff in the advising office. As the plan 
evolved, the program extended the pre-college experience from one semester to one full 
academic year. Students who successfully completed the Baldwin year were guaranteed 
admission to Hampshire. The Baldwin year was fully funded, so that students would not 
use the financial aid they would need for completion of a four-year degree. They are 
provided with tuition, room and board, a book allowance, and a work-study grant. The 
plan stated that, at the end of the year, eligible students could matriculate at Hampshire or 
apply to other colleges. Students who chose to enroll at Hampshire applied for financial 
aid (Prince et al., 2004). 
Currently, Baldwin students are encouraged to take three courses each semester 
and an optional course during January Term, while regular admits are encouraged to take 
four courses a semester and January Term is optional. For the fall semester Baldwin 
Scholars are required to be enrolled in a first-year tutorial (a small seminar taught by their 
faculty advisor designed to introduce students to Hampshire and college life), a basic 
writing course, and a course of their choice. January Term provides a unique opportunity 
for students to pursue intensive courses in language, take practical courses or workshops, 
or participate in seminars. Baldwin Scholars are encouraged to register for January 
Term. 
During the spring semester they are required to be in a writing course and two 
courses of their choice. It is expected that-each semester of their first year every student 
will enroll in three 100-level courses, selected in consultation with their academic 
advisor, one of which is the first-year tutorial assigned during the summer. At the end of 
the first year, Baldwin Scholars must meet the requirements for successful completion of 
the 100-level courses, resulting in formal evaluations by the faculty. In May, an 
assessment committee, consisting of the director, Writing Program staff and academic 
advisors reviews a portfolio of each student’s work and based on their academic 
performance determine whether the student is capable of continuing at Hampshire. 
Although the curriculum has remained stable administrative support has evolved. 
The Program has changed from being administered by the Advising Office with the 
Associate Dean of Advising as the primary advisor, to having a director who works 
closely with the admissions office and the advising office, oversees the program, provides 
students with orientation, and serves as their advisor. 
Admissions into the Program has also changed. While the size of the Program has 
fluctuated from six to ten students a year-the selection process and criteria have evolved. 
The process of selecting the Baldwin students has become more “traditional” with greater 
admissions office involvement and less community involvement. 
A shift in the Program occurred because of changes with the community partners. 
Personnel turnover in both organizations made it difficult to maintain the community’s 
mentoring program. In addition, Hampshire’s admissions practice led to more emphasis 
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on new feeder arrangements. Students continued to be referred by community agencies, 
but as community involvement became less apparent, prospective Baldwin Scholars 
shifted from those identified first by the community and then recommended to Hampshire 
to a combination of those referrals and students whom the admissions office, high school 
teachers and counselors, alumni and friends identified but who did not necessarily have 
strong mentors recommending them (Prince et al., 2004). Prospective Baldwin students 
may be students who are educationally disadvantaged, but who have a high level of 
commitment to learning and the compatibility with the Hampshire approach to creative 
learning. 
From 1991 through 2004 a total of 83 students have participated in the program 
and there will be six new Baldwins for fall 2005 for a total of 89. This includes: 
• Current Baldwin Scholars (6), 
• Baldwin Scholars who did not satisfactorily complete the program (not offered 
admission the following year) (24). 
• Baldwin Scholars who matriculated at Hampshire (65) 
o Baldwin Scholars who graduated from Hampshire College (20); 
• Baldwin Scholars who are currently enrolled as Hampshire College students (26), 
• Baldwin Scholars who completed the year and voluntarily withdrew from 
Hampshire (4); 
• Baldwin Scholars who were administratively withdrawn (6) 
• Baldwin Scholars who were academically withdrawn (6) 
• Baldwin Scholars who were financially withdrawn (8) 
Of the 89, 29 are female and 60 are male. 
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Table 3-3: Comparison of The Baldwin Scholars to the Overall Student-of-Color 
Graduation Rates at Hampshire College 
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1992 8 46 357 N/A 3 29 210 37.50% 63.04% 58.82% 
1993 6 57 359 5 3 28 196 50.00% 49.12% 54.60% 
1994 8 62 365 5 2 32 193 25.00% 51.61% 52.88% 
1995 7 60 371 7 4 34 214 57.14% 56.67% 57.68% 
1996 6 57 346 5 1 39 221 16.67% 68.42% 63.87% 
1997 6 78 393 3 3 49 240 50.00% 62.82% 61.07% 
1998 6 38 354 5 0 39 ~>~>9 0.00% 102.63% 64.69% 
1999 5 64 355 4 4 32 251 80.00% 50.00% 70.70% 
2000 6 50 364 4 2 35 228 33.33% 70.00% 62.64% 
2001 3 69 404 5 i 46 276 33.33% 66.67% 68.32% 
2002 10 71 369 3 i 34 201 10.00% 47.89% 54.47% 
2003 6 98 431 8 TBD 5 21 TBD TBD 4.87% 
2004 6 63 419 6 TBD TBD 7 TBD TBD 1.67% 
2005 6 77 435 4 TBD TBD TBD TBD TBD TBD 
Total 89 890 5322 64 24 402 2487 
Sixty-four (77%) Baldwin students have made it through the Baldwin program and 
become Hampshire College matriculants; twenty-six (31%) are currently Baldwin alums 
(i.e., have completed the one-year program), and twenty-four (29%) withdrew from the 
Baldwin Program. The graduation rate of Baldwin students who matriculated is 31% of 
the total number of Baldwin alums. From 1992 through 2001 the total number of 
students of color at Hampshire (including Baldwins) was 500. Out of the 500, 297 (59%) 
have graduated. During the same period, a total of 3668 students were admitted to 
Hampshire (including transfers and non-degree students), and 2213 (60%) have 
graduated. In 1999, The Chronicle of Higher Education: Almanac Issue 2002-2003 
reported 21% of students ot color earning a bachelor degrees ("Degrees conferred by 
racial and ethnic group, 1999-2000," 2003). While the national average of students of 
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color earning a degree is significantly lower than the Hampshire College average, the 
data indicates that the program is still developing with the goal of increasing its retention 
and graduation rate in the future. From 1992 through 2001, the overall student of color 
cohort graduated at a higher rate than the Baldwin alums (Prince et al., 2004). 
Research Design 
Purpose of Research 
The purpose of this study is to examine the impact of the James Baldwin Scholars 
Program on student's satisfaction and intent to persist by applying a conceptual model 
that incorporates Tinto's Student Integration Model, Astin's Theory of Involvement, and 
Bean's Student Attrition Model. Using the conceptual model introduced at the end of the 
previous chapter, using the method of triangulation (Creswell, 2001) I will evaluate the 
student's expectations prior to the program, the Program's goals and expectations, the 
student's actual experience with the Program, the similarities and differences between the 
student's and the Program's expectations, and finally I will examine how these 
experiences affects the student's decision to persist at Hampshire College. 
Research Participants 
This research will be a qualitative case study focusing on Baldwin student's 
expectations and experiences of the James Baldwin Scholars Program and how their 
experience impacts their decision to persist. The research will be conducted in three 
phases. First, the 6 entering Baldwin students will be surveyed and interviewed. In 
addition I will be interviewing 6 Division I, 10 Division II and 4 Division III Baldwin 
alums to get a better understanding of what their experience was in the program and as 
regular Hampshire College admits. The number of students in each division is based on 
the information collected November after the Divison I, II and III filing deadlines. Once 
the semester begins the number of students will shift from Division II to Division III due 
to passing deadlines for Division II and Division III filing deadlines. The last phase will 
involve interviewing Program staff and faculty. Pending student, faculty and staff 
approval in all phases, I will be taking notes during all interviews and tape recording. 
Entering Baldwin Students 
To evaluate the student's expectations and experiences in the James Baldwin 
Scholars Program I interviewed the fall 2005 entering Baldwin Students 3 times-end of 
August 2005, end of November 2005, and early April 2006. The interview process for 
the fall was a two-step process. First I had the students meet as a group for introductions. 
In this meeting I explained the research project to them and asked them to fill out a 
survey asking them questions regarding pre-college attributes, such as individual 
characteristics, family background and high school performance. Incorporated within 
this survey were statements on academic and social expectations some of which have 
been adopted from the College Student Expectations Questionnaire (CSXQ). Students 
were asked to rank their expectations of these statements using a 4 point Likert-scale 
which ranged from strongly agree to strong disagree. Following the meeting, I arranged a 
45-60 minute meeting with each student and interviewed them about their overall 
expectations for the academic year. After the individual meetings an informal dinner 
followed with the students, the director and me. Follow-up individual meetings were 
arranged at the end of the fall semester and in the spring semester to examine the 
student's actual experiences after 9 months in the Program. The spring semester 
interview process was similar to the first fall interview and the students were asked to fill 
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out a comparable survey to the fall that includes questions from the College Student 
Experience Questionnaire (CSEQ). The purpose of including surveys from a national 
survey was to compare these students to the national average. 
Division I, II and III Baldwin Alums 
Similar to the interviews of the Baldwin students I arranged for 45-60 minute 
interviews with Division I, II and III students. I interviewed the Division I students late 
September, the Division II students late October early November and the Division III 
students in February. These students were asked questions regarding their experience 
with the program and, when appropriate, what their expectations of the Program were 
prior to entering the College. For the sake of having honest and genuine responses to the 
interviews, anonymity was promised to each student who participated. 
Faculty and Staff 
In addition to interviewing currently enrolled Baldwin students, the Program 
director, admissions counselor, and the Baldwin Faculty committee were also 
interviewed. The Baldwin Faculty committee consists of a faculty member from each of 
the five schools at Hampshire, and one instructional staff from the Writing Program. The 
purpose of interviewing staff and faculty, however, was to get a better understanding of 
the Program's academic and social support system to be able to compare and contrast the 
responses from the students. Questions regarding support provided to students on 
courses, divisional system, advising/counseling, community service, internships, support 
groups, informal counseling and student activities were asked. 
78 
Data Collection 
Data were collected via written surveys completed and by personal interviews 
with students (Baldwin, Division I, II and III), staff and faculty. The interviews were 
tape recorded and notes were taken during the meetings. The interviews were kept 
confidential to protect the anonymity of the participants and attempts were made to mask 
the identity of the students, faculty and staff used in this document. The surveys were 
collated and summarized, and the interviews were fully transcribed and coded in such a 
way to determine emerging patterns or trends (Huberman & Miles, 2001). 
The goals of the August 2005 interview process was to identify the pre-college 
characteristics of the students in the Program and to determine what expectations students 
had of the Program prior to them starting. The November 2005 interview process was a 
follow-up to the August meeting and given that the students were more knowledgeable 
about the Program and college than during orientation, this interview process was a 
follow-up meeting to monitor their progress. During the final meeting in early April 
2006 the August questions were rephrased to ask the students about their experience with 
the academic and social integration into Hampshire and how this affected their decision 
to persist. 
Interviewing the Division I, II and III students at different times in the semester 
added a different perspective to the study. These students who are now Baldwin alums 
were able to comment on what their experiences were with the Baldwin Program. The 
faculty and staff interviews added yet another perspective to this study. It provided 
information about what the programs offers in terms of academic and social support 
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systems for these systems. Table 3-4 provides an overview of the interviewing schedule 
for the academic year. 
Table 3-4: Data Collection Schedule for James Baldwin Scholars Program Study 
Interviewees Interview 
Schedule 
Type of Survey 
Current Baldwin 
Students 
August 2005 
November 2005 
April 2006 
Expectations and Open-Ended 
Questions 
Mid-Year Individual Follow-up 
Meeting 
Experience Survey and Open-Ended 
Questions 
Division I 
Baldwin Alum 
Late September 
2005 
Expectation/Experience Open-Ended 
Questions 
Division II 
Baldwin Alum 
Late October 
2005 
Expectation/Experience Open-Ended 
Questions 
Division III 
Baldwin Alum 
February 2006 Expectation/Experience Open-Ended 
Questions 
Faculty/Staff Fall 2005 Faculty/Staff Survey 
Data Analysis 
The analyses of the data took place after the last interviews in spring 2006. The 
validity of the data was dependent on the sincere and genuine responses of the students. 
The expectations and the experiences are summarized as it pertains to the conceptual 
model, followed by a review of the goals and expectations as described by the Program's 
staff and faculty. The analysis is a triangulation between the student's expectations and 
their experiences. This brings us to the conclusion which examined how the student's 
expectations and experiences affect their decision to persist. 
The interviews in most cases occurred prior to their academic orientation fall 
2005. The written survey consists of a list of statements during which the students were 
asked to indicate whether they strongly agree, agree, disagree or strongly disagree with 
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the sentence. These statements were categorized into two groups — academic and social 
expectations which were further grouped into general, faculty, courses, and student 
statements. In addition, two questions were asked which had a different scale. They were 
"Do you expect you will like Hampshire College?" and "Do you expect to earn a 
Bachelor's degree from Hampshire?" The purpose of these questions was to determine if 
they expected to continue their education at Hampshire. 
Data regarding student's expectations were collected through a combination of a 
written surveys administered and an individual interview. The chart titled New James 
Baldwin Scholars Expectations Summary of Survey in Appendix B on page 206 
summarizes the responses of the written survey for all the new students. In addition, all 6 
students responded "yes, definitely" to expecting to like Hampshire College and half the 
students responded "yes, definitely", while the other half responded "probably, yes" to 
expecting to receive a bachelor's from Hampshire College. 
Validity 
This research was a qualitative case study of a transition program at Hampshire 
College. The validity of the data was completely dependent on the truthful answers 
provided by the students, staff and faculty without fear that the Program would be in 
jeopardy if something negative was portrayed. Students, staff and faculty were briefed 
prior to the interviews about the significance of the study and the importance of sincere 
and genuine responses throughout the survey and interview process. 
Importance of the Study 
Many studies have been written on various retention programs; however, this case 
study was important for several reasons. Like many undergraduate institutions the James 
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Baldwin Scholars Program is a program geared for academically disadvantaged students 
of color, however, its transitional period is during the academic year, rather than a six- 
week summer program. This study adds to the existing literature of intervention and 
retention programs and at the same time provides information about the preparedness of 
students in a transition program for an academic year as opposed to the more common 
six-week program during the summer. More importantly this research adds to the 
literature of intervention programs at non traditional liberal arts colleges especially 
because of the distinct educational environment Hampshire College offers. The 
requirements to graduate are not structured in the sense of taking a specified set of 
courses, there are no grades, and it requires students to do a lot of independent learning 
and negotiating with faculty. This environment is difficult to navigate for academically 
prepared students but especially for students who are under prepared and are accustomed 
to traditional education like the James Baldwin Scholars. This study also adds to the 
literature of academically under prepared students academically and socially navigating 
their way through a non traditional academic environment. Given that this is the first 
time since inception that the satisfaction of Baldwin students is been assessed, this study 
will also help administrators in the institution determine if their Program goals are being 
met as well as make available information to administrators of other institutions with 
similar programs. 
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CHAPTER 4 
FINDINGS 
Introduction 
As described earlier, the James Baldwin Scholars Program is a fully-funded 
transitional-year program implemented to improve the academic and social transition of 
students from underserved communities. The program aims to help students develop 
their academic and social skills through academic counseling, non-academic advising, 
and informal support groups of students from similar backgrounds. The Program also 
aims to help students become members of the Hampshire community through additional 
academic counseling and non-academic advising and an informal support group of 
students from similar backgrounds that plans activities, parties and other events. 
The Program is supported by faculty and staff from Hampshire College. 
Currently there is only one part-time support staff person, an admissions counselor and 
five faculty members, one who teaches the required writing course for all Baldwin 
students, and four other faculty members. After the Baldwin year, the students who have 
made adequate progress are accepted as regular Hampshire College students and become 
alums of the Program. 
In order to assess the experience of the new James Baldwin Scholars and how it 
correlates to their persistence during their transitional year, interviews focusing on their 
expectations and experiences were gathered during academic year 2005-2006. The 
Division I, II and III James Baldwin alums and the faculty and staff were similarly 
interviewed on their experiences only. This chapter is divided into six sections. The first 
section provides the data sources for the Baldwin Scholars, Baldwin alums and Program 
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faculty and staff. This is followed by the entry characteristics of the Baldwin Scholars 
and alums. The next 3 sections follow the academic career of the Baldwin Scholars 
throughout their time at Hampshire incorporating the findings from the Program faculty 
and staff into the appropriate sections- Pre-Baldwin expectations, Baldwin Year 
experience and Baldwin Alum experience. The last section summarizes major themes 
that surfaced from the students, the faculty and staff interviews which may affect a 
student's decision to persist. 
James Baldwin Scholars Program Data Sources 
The data sources for this study come from three sets of constituencies. The first is 
the 2005-2006 James Baldwin Scholars, followed by the Baldwin Alums and then the 
faculty and staff. The James Baldwin Scholars Selection Committee admitted 6 students 
into the Program for 2005-2006. These students were interviewed three separate times 
during the course of the year. During the first round of meetings four students were 
interviewed prior to their participation in orientation, one student was interviewed after 
the pre-college trip and Baldwin Scholar orientation, and the last student was interviewed 
3 weeks after classes had started. During the month of November, 2005 and again in 
April 2006 the New James Baldwin Scholar students had their follow-up interviews. One 
student, however, was expelled from the College in spring 2006 for disciplinary issues. 
The questions for these interviews were similar in context to the ones used for their 
expectations interview and their mid-year interview which lasted 45 minutes to an hour. 
Similar to the Baldwin Scholars, the Baldwin alums, who have completed the 
transitional year in the Program and currently are in years 2 and beyond, were also 
included in this study to understand persistence throughout their college career. They 
were interviewed during the fall 2005 and spring 2006 semesters and asked questions 
parallel to the Scholars. I interviewed 5 out of 6 Division I, 8 out of 9 Division II and 5 
Division III students. The results are a combination of a written survey administered in 
the beginning of the interview and the individual interview. The interviews, which 
ranged in time from 25 to 40 minutes, for the Division I, II and III Baldwin alums took 
place during the year and the time depended on when the student was available. 
Analogous to the Scholars, the alums' experience is also comprised of involvement 
behavior and perceived satisfaction. Therefore, the main reason for separating the 
responses from the current Baldwin Scholars is because of the length of time they have 
been at Hampshire. 
In order to provide a triangulation between the James Baldwin Scholars, Alums 
and faculty and staff, the Program faculty and staff were also interviewed. These 
interviews were intended to provide a better understanding of the Program goals and 
expectations the James Baldwin Scholars Program. Currently there is only one support 
staff person, the director, who is responsible for the daily operations of the Program, an 
admissions counselor who assists with the recruiting of students to the program, and five 
faculty members, one who teaches the required writing course for all Baldwin students, 
and four other faculty members who assists the director in selecting the incoming 
Baldwin student cohort and deciding on which Baldwin students should be invited back 
as matriculated Hampshire College students. The director of the program, the admissions 
counselor, and 4 of the 5 faculty were interviewed. The admissions counselor 
interviewed recruited the current James Baldwin Scholars, but since then has left 
Hampshire College to pursue a graduate degree. The counselor working with the 
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selection of the future cohort was not interviewed for this research since the person would 
not have had much experience with the process or the program. Similarly, a fifth faculty 
member who has been selected to be on the selection committee this year, however, was 
not included for similar reasons. The Program faculty and staff were interviewed at the 
beginning of the fall 2005 and the interviews lasted from 45 minutes to an hour. 
Entry Characteristics 
Entry characteristics consist of demographic information and initial expectations 
of each Baldwin student. The demographic information incorporates a variety of 
personal information such as individual, socio-economic, family information and whether 
the student graduated from high school, their high school GPA and rank, and if they are 
the first to attend college. Table 4-1 provides a general overview of all the Baldwin 
Scholars' characteristics and Table 4-2 provides similar information for the Baldwin 
alums. 
Eighty-three percent of the Baldwin Scholars are male, 17% female. The students 
ranged in ages from 18-20 and 50% identified as Hispanic/Latino(a), and 50% as African 
American. In addition grade point averages ranged from 2.5 to 3.7. One out of the six 
reported being the first in their family to attend college. Five of the students indicated 
their family income was under $40,000 a year, while 1 indicated being over $40,000. 
One student reported that one of their parents attained less than a high school degree and 
the number of people in their immediate family ranged from two to six. 
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Out of all the Baldwin alums 28% are male, 61% female and 11% identified as 
gender queer. The ages of the students ranged from 19-26 and 50% identified as 
Hispanic/Latino(a), 28% as African American, 5.5% Cape Verdean, 5.5% African- 
American/Hispanic, 5.5% Other and 5.5% no response. Eleven percent were 19 years 
old, 33% were 20, 22% were 21, 5.5% were 22, 5.5% were 23, 11% were 24, 5.5 % were 
26 and 5.5% other. Eighty-nine percent graduated from high school, while 11% received 
a GED. The grade point averages ranged from 2.0 to 3.8. Similar to the Baldwin 
Scholars, 78% percent of the students reported having a family income of less than 
$40,000 a year, while 22% indicated higher than $40,000. The number of people in their 
family ranged from 2 to 9 and 44% of the students indicated being the first to attend 
college, 44% indicated they were not the first and 11% did not respond to the question. 
Geographically the students come from several states 17% from Massachusetts, 39% 
from New York, 5.5% from Pennsylvania, 5.5% from Illinois, 11% from California, 5.5% 
from Virginia, 5.5% from Florida. 
These characteristics are consistent with the intent of the James Baldwin Scholars 
Program which intentionally enrolls students who are economically disadvantaged as 
well as academically under prepared. As noted in Table 2-1 on page 26, these entry 
characteristics affect student's commitment to the institution to graduate and persist as 
well as the equal role the institution has in the retention of students when it comes to 
student academic and social integration (Braxton & McClendon, 2002). 
James Baldwin Scholars - Year 1 
The purpose of this study is to examine the impact of the James Baldwin Scholars 
Program on student's satisfaction and persistence. Figure 4-1 on page 91 illustrates the 
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model used for the James Baldwin Scholars students' transitional year. The model begins 
with the entry characteristics, followed by the student's expectations prior to the start of 
their academic year and then the student's experiences. This model attempts to capture 
the dynamic interactions between the student's expectations and their experience during 
the first year that impact their persistence at Hampshire College. The James Baldwin 
Scholars expectation is divided into six sections: programmatic support, academic, social, 
academic collaboration and financial aid expectations. The experience of the James 
Baldwin Scholars is divided into 4 sections: programmatic support, academic adaptation, 
« 
social transition, and academic collaboration. The expectations and experiences is then ^ 
1 
followed by the impact the first year had on the 2005 Baldwin Scholars. 
Expectations 
As the previous model depicts the initial stage of a James Baldwin Scholars is 
their expectations of the transitional year. These include the programmatic support, 
academic, social, academic collaboration and financial aid expectations prior to the 
beginning of the school year. These types of expectations have been referred in the 
literature as having a role in the persistence of students at an institution (Astin, 1993; 
7 
Braxton et al., 1997; Cabrera et al., 1993; Rendon et al., 2000; Tinto, 2000). Model 
* 
Figure 4-1 depicts an overlap between the academic and social expectations. Academic 
collaboration is the overlap and this occurs when the James Baldwin Scholars report on 
their expectations about working and socializing with students from their courses. This 
section is divided into 5 subsections: programmatic support, academic, social, academic 
collaboration, and financial aid expectations. 
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Figure 4-1: Model of the James Baldwin Scholar Student - Year 1 
Programmatic Expectations: Requirements and Support 
Initially, the students had many expectations of the James Baldwin Program, and 
the academic and social life at the College. Programmatically, the students had similar 
descriptions of the program and who it served. They all understood the mission of the 
Program and expected to get the academic as well as personal support they needed to 
build their skills from the Program faculty and staff. Pedro, for example, noted the 
Program was for ’’first-year incoming freshman who are college bound who are unable to 
meet the financial or academic needs." Em added, "it is a program that gives the 
opportunity for those not given one before." Financial aid will be described as a separate 
category, since the Scholars receive full financial assistance their first year, and their 
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expectations about financial aid are for their subsequent years. The students also 
articulated programmatic expectations about required meetings and overall performance. 
Student Expectations about Attending Meetings. The program administrator 
indicated that required advising meetings were an important feature of the Program; 
however, this was not clear to the students. The meetings are meant to check in with the 
students, monitor their study habits and discuss financial aid. Four students reported not 
being aware of such meetings. Juan responded, "Every time we hope you attend the 
meeting they didn't say you needed to or had to. So I am guessing they are not required. 
That is the way it sounded like. We are encouraged to like... Every meeting is like we 
hope you attend the meetings." Similarly, Rob said, " I don't know if there are any 
required meetings." Despite lack of awareness about the meetings, students still felt as if 
they were getting the information and advice they needed. Chris said he had no idea 
about the meetings; however, he spoke about attending events sponsored by the James 
Baldwin students. Yago was aware about the required meetings and said they were to 
check up on the students and "find out about concerns." The message the students 
received about required meetings seemed to be interpreted differently by each student. 
Some thought it was required, others did not know anything about them and others 
thought it was encouraged and not required. 
Student Expectations about Overall Performance. The new James Baldwin 
students are aware that this transitional year is an opportunity that they have been 
afforded with certain expectations. Emma notes "the goals of the program are for the 
students to have a reasonably successful Baldwin year. So whatever they intend at the 
end of the year that they feel they have a positive experience." Similarly, when the 
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students were asked what they believe the Program expects from them, they responded 
that they needed to maintain their academics, show up to class, do their best, work hard 
and do the right thing. Chris, for example, said his expectations of the Program are "to 
help me get through college. My mom went [to College] and doesn't make money. I had 
three jobs I just quit 2 because I was ready to. I still am staying with one and try to keep 
it through college as much as I can. But it is going to be hard for me to find a way to 
pay." Em, expected the Program "to help [her] excel in my strong points such as writing 
and give me a chance to be among other people who are also trying to work on 
themselves. For this year, it will be a great satisfaction to know that I will be helped 
while in College." Juan, on the other hand, doesn't expect much and was disappointed 
when in one of the letters he received during the summer the following statement was 
made "we don't expect your first year to be a stellar year." While students are accepted 
into the program with the expectation that they would excel, communication is going out 
from the College contradicting the expectations. See Appendix A on page 214 as an 
example. 
Academic Expectations: Faculty Support, 
Coursework, Requirements and Challenge 
The academic expectations of the Baldwin Scholars were limited. These 
limitations are based on the amount of time the student has been at the College, their 
prior knowledge of Hampshire and their academic experience. The academic 
expectations include the faculty support the Scholars anticipated receiving their first year, 
the challenge and distinctiveness of courses and the non-traditional curriculum, the 
93 
academic requirements of a non traditional liberal arts setting and their anticipation of 
academic success. The next four sections give more detail on the latter expectations. 
Student Expectations about Faculty Support. Students expected Program faculty 
and staff to be supportive throughout their Baldwin years. Currently there is only one 
staff person, the program director, and four faculty plus an admissions counselor 
involved. The students were in consensus and reported that they hoped these individuals 
would be able to help them and support them personally and academically throughout the 
year. Yago said, "I hope that they can help me out in any subject that I may have a 
problem and hope they are in their office hours." In addition Juan "expected them to be 
supportive of their children.. .1 would expect them to go far and beyond to support us 
because we are obviously here for a reason." One student was specific and responded 
that he wanted to be challenged. Pedro said he "expected them [faculty] to push me to 
give me a hand and slap me around when I am not doing what I am supposed to be 
doing." Just like they expected the Program faculty to be supportive, they expected 
faculty not associated with the Program to be equally supportive. 
In addition to having support from the Program faculty, the Baldwin students had 
expectations of forming relationships with faculty. Forming relationships while in 
college with faculty has been an indicator of persistence and students in this study 
responded positively that they expected to form these relationships, particularly in and 
out of the classroom. They were very clear and specific of their expectations of faculty 
and said they expected faculty to be "supportive," "helpful, respectful, nice, courteous, 
kind...," have challenging courses that they will understand, "teach them," and "be open- 
minded" not just in classes but outside of class. Chris said "it would help me more if I do 
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have these relationships. Get along better.” Yago expects to ”go to the office hours and 
talk to them.” Pedro noted that faculty are ’’more like us, they are technically teachers but 
they are more your friends, people you can talk to and go out with. 1 expect pretty much 
that." Juan expects "to form those relationships with teachers I am interested in.” Em, on 
the other hand, "hoped to make connections if not friendships with most of the [faculty] I 
will be dealing with past experience it is the best way to do things.” The responses, 
however, were brief due to inexperience at Hampshire as well as with working with 
faculty. Initially these students had very clear expectations about forming relationships 
with Hampshire faculty which complements the advising system in place. The divisional 
system requires students to have a committee of at least two faculty members to pass 
Division II and III, and at the Division I level you have your advisor. Therefore, having 
the students expect to form relationships with faculty is perceived as normal. 
The James Baldwin Students expected the Program to help them become more 
focused on academics, help them succeed, help them to recognize weaknesses and 
strengths, help them with problems, and provide them with information and resources. 
Em expected the program to help her focus on academics. She said, ”1 hope that this 
program will make me more focused on academics, not that I am not focused just a little 
bit more." Rob wanted the program to help him succeed. He said he wanted the Program 
to "be on my back as a monkey,” "encourage me once in a while in the right direction." 
He also wanted faculty "to support him by being available and help with writing skills." 
Juan expected to learn about his strengths and weaknesses. He noted, "By probably 
meeting with me asking me what are my concerns and just basically seeing trying to help 
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me recognize my weaknesses and help me strengthen my weaknesses." Rob wanted to 
"have peers help me out.. .and probably have someone in class as a sort of reference." 
Keeping in mind that these students come from under prepared academic 
backgrounds, their knowledge of academic resources was limited. While a few said that 
the college has done a good job advertising the academic resources available in booklets, 
online and letters, others were specific and mentioned knowing where the library and 
computers were but admitted that they didn't know of the other ones, and others were not 
expecting to know a lot about academic resources. 
Student Expectations about Coursework. Academically, the students expected ^ 
1 
courses to be challenging and interesting, they were optimistic about the completion of 
courses. With regard to the academic curriculum the students had different expectations. 
Students expected to be challenged academically. Rob said, "they cannot be boring." He 
expected "to be pushed in right direction.. .get me to the level where I should be able to 
do good work." Chris liked the notion that you "can create your own... it appealed to me 
very much." Em hoped the classes would be "challenging." She felt that at her old 
school she was not doing well yet when she received her report card she had an A-. The 
J 
* 
> 
students realized that their first year was going to be a challenge; however, they expected 
i 
the challenge to help them improve academically. 
The student's expectations about completing coursework are more optimistic than 
what the Program director expects and what the students actually experience. The new 
students prior to classes beginning expected to complete courses. Rob said, "I better 
complete them.. .1 came to Hampshire with an ulterior motive. I am not here just for me 
but mostly for my mother..." Chris said he wanted to "achieve all the goals and work 
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they give him. Finish them and do them right. Try my best." Yago expected to 
"complete everything above satisfaction...so I don't drift and I am really going to rely on 
staff for extra help and talk if I have any problems at all. That way the problem won't 
build." Juan said "he expected to do them...you know it is not only my expectations buy 
my parents too." 
It is clear from the findings that successful completion is not clearly defined and 
all cases are individualistic. There is no clear indication what constitutes adequate 
progress and it is reflected among the faculty and staff. This vagueness that is articulated 
from the Program to the students leads to confusion about how much work the Baldwin 
students need to complete to become matriculated. This correlate to when the students 
discuss completion of courses. The majority of students expressed having some 
difficulty completing course. 
Students Expectations about Academic Requirement. At Hampshire College 
academic requirements are often referred to as the divisional system - Division I, II and 
III. Students, generally, viewed the divisional process as positive because of the non 
traditional structure. Juan and Pedro mentioned that it would be an extension to their 
high school experience. Pedro, for example said, "I expect it to be more or less like [my 
high school]. Where I have to hand in a portfolio and gather all my work. I am 
expecting another level of [high school]." Em was honest and said she didn't know 
anything about the divisional process and commented, "[the director] didn't want to talk 
to me about that." 
The divisional system is based on 3 divisions - Division I, II and III. These 
students begin to become familiar with the complexities of the divisional system when 
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filing for Division II. Division I is similar to other first-year programs with the exception 
that students need to put together a portfolio of their work to pass to the next level. 
Students Expectations about Academic Success. The Baldwin Scholars expected 
to be challenged in their coursework and at the same time improve their academic skills. 
These students desired to gain knowledge, improve their skills and do well academically. 
Yago expected to "learn from them, I expect to gain some knowledge from going to these 
classes.. .hoped to improve his reading and writing along." Juan also expected to 
improve his skills. "I expect to be challenged, I expect to get the best of Hampshire right 
now ... I want to improve my communication and writing skills." Pedro expected " a lot 
of group discussions and ...talk most of the time." He also wanted "to improve [his] 
writing in writing class, progress academically." These students are accepted into this 
Program primarily because of their academic under preparedness. Therefore, it makes 
sense for these students to initially expect to improve their reading and writing skills. 
Social Expectations: Peer Support and Student Group Involvement 
The Baldwin Scholars were optimistic about their social expectations at the 
College. Indeed, first-year students expected that social support would play a critical role 
as they began to experience college. The students expected to make friends easily and 
anticipated participating in student organizations. Social expectations in this section 
include expectations about peer support and student group involvement on campus. 
Students Expectations of Peer Support. The students in this study had positive 
expectations of making friends and all agreed that they would have relationships with 
peers. These saidents expected to be friends with each other, Chris noted that "he will be 
spending a lot of time with the Baldwins...so we are all going to become friends I am 
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assuming...they can help motivate us." Yago also mentioned, "I will become friends 
with some of the James Baldwin Program alums that are in the program with me in the 
first year." Rob said he believed it was "important is to have few long-term friends than 
have many short-term friends." Chris said he "generally gets along with people...I 
expect to make friends." While some of the students entered with such expectations, the 
Program is clearly designed to encourage the perception as indicated by Juan: 
I will be supported because I am with the core group. The director was 
trying to explain, she wants us to become like sort of a support group just 
in case we need any help or need someone to lean on. We will support 
each other socially and especially in this school this different environment. 
The Baldwin students expected that support would be provided to help them meet 
and become involved with other students. Emma talks about a tradition she has started as 
part of the Program to introduce students to the Baldwin alums. She said, "we arranged a 
tradition of having a dinner in the fall to get everyone together. This year we had about 
22 students..." The students got together and went to dinner. Emma adds, that 
Part of the experience was simply trying something new they had never 
experienced. And the old ones could tell the news ones about their first 
tale of trying this new food. It is part of the educational 
experience.. .building relationships with students from their Baldwin 
cohort as well as other first-year students. 
Peer collaboration is an important aspect that is strongly encouraged by the Program. 
Student Expectations about Student Group Involvement. In addition to the 
expectations about establishing expectations of peer support, students expressed interest 
in joining student organizations. Yago expected himself to participate in student groups. 
"I expect to be cool, meet everybody and see how we can help each other." Pedro replied 
"he was thinking of joining school chorus" and Juan would like to join student 
organizations. Juan said "I used to do a lot of things in high school.. .1 will probably look 
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into it and see what it is like but I am not sure yet." Rob referred to student organizations 
and he expected "certain clubs to be out there. I know that there are some art clubs, 
knitting clubs, painter clubs. I am talking about clubs that are like to go hiking, kayaking 
clubs that like to go out in the field and just relax." Yago expected himself to "learn a 
little bit more about the programs and see if [there] was an opening that interested me I 
will join one." However, not all students had clear expectations about social life. For 
example, Pedro said it "is kind of hard to expect anything. I am not sure socially, I 
haven't been in the community." 
Similar to the academic expectations, the Baldwin Scholars expected to have a 
positive social experience throughout their academic year. This included participating in 
student organizations, socializing with a variety of students and being a part of the 
community. 
Academic Collaboration 
The overlap between the social and academic expectations occurs in the 
collaborations with students from their courses. The Scholars looked forward to 
collaborating with students from their courses. Although the curriculum is very 
individualistic, working and collaborating with students in courses is encouraged. Some 
of the new Baldwin students anticipated sharing same interests with students from their 
classes and being able to collaborate with each other to achieve the work assigned. Em 
wanted to form both "social and academic relationships" with students from her classes. 
She "liked to have a study partner in case for some reason I miss something." Others 
expected to interact with students from their courses and also seek out approachable 
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students. Chris hoped, "to have the same interests...Hopefully I can get along with them 
to achieve the work that we are given." 
Financial Aid Expectations 
Although the first year of the Baldwin year is fully funded, their subsequent years 
they apply for financial aid like the rest of the student body. The Baldwin Scholars were 
concerned about financing their education after their first year. Most commented on how 
money was a factor and the anxiety they had on how to pay for the rest of their college 
career. Financially the students expected full funding from the Program their first year, 
however, they expressed anxiety and concern about continual funding. Others noted that 
if it were not for the year-long financial aid package they would not have been at 
Hampshire. 
Generally, the students feel positive about their initial programmatic, academic 
and social expectations. The persistence literature (Astin, 1993; Bean & Eaton, 2002; 
Pascarella & Terenzini, 1980; Tinto, 2000) confirms that a balance between the academic 
and social life leads to persistence, and it is interesting to note that in the written survey 
one third of the students did not expect their social life to be a priority and only one 
student did not expect to join a student organization. This information was collected 
prior to the students becoming engaged with the College. In April 2006 the students 
responded to another written survey and were interviewed. These experiences varied 
slightly from their initial expectations. The format of the next section is similar to this 
one; however, it turns the focus to the student's experience rather than their expectations. 
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Experiences 
After the first semester, November 2005 and at the end of their second semester, 
April 2006, the students were interviewed and they discussed their experience during the 
Baldwin Year. While the previous section described student expectations this section 
describes the student experience with different aspects of their Program in the first year. 
The James Baldwin Scholars experience consisted of three major categories: 
Programmatic support, academic adaptation and social transition. Student reported their 
experience with program support as well as program inconsistencies. In addition, their 
academic experience consisted of faculty support, academic support, advising, academic 
requirement and coursework. Socially, the Scholars experienced positive peer mentoring, 
peer friendship, student group involvement, campus community and counseling. Lastly, 
while they expected positive collaboration, their experience differed. Their experience 
was based on how involved they were with certain aspects of the Program and 
curriculum, and their perceived satisfaction their first year (Berger & Milem, 1999). 
This section is divided into 4 subsections: Programmatic support, academic 
adaptation, social transition and academic collaboration. 
Programmatic Support: Program and Director's Support 
The expectations of the student's Programmatic support included program 
requirements and overall success, their experience, however was different. The student's 
reported on their experience with the opportunity they received by being part of the 
Program and the personal support they received from the director. The next two sections 
highlights these Programmatic experiences. 
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Student Experience of Program Support. Most of the students were thankful for 
the collegiate opportunity they received during their first-year. Juan noted "It is a 
wonderful opportunity for me and other students to develop and matriculate into 
Hampshire.. .There is a lot of reason to focus on your work and not worry about that 
except for getting ready for financial aid next year." In general, Chris "appreciates 
everything the Baldwin Program did for me, because if not I would not be here. The 
people that I have met are great and amazing. I hope I stay friends with them forever, 
because they are great professionally and socially." 
With the exception of the student that was dismissed, the students reported having 
a positive experience. Chris has had a positive experience, however, he ”wish[ed] I had 
taken advantage of some things, and now it is the end of the year so I cannot do 
anymore." Pedro has had a positive experience and said, "1 have had a really good time 
because of the JB program. I feel like I fit in somewhere, instead of looking for 
somewhere to fit in." 
Student Experience with Personal Support from the Director. In terms of personal 
support many students agreed that the director was helpful and encouraged them to 
succeed. Chris, for example, believes the director is "amazing.. .she has helped me out 
and is always concerned with how I am doing." Em liked having the director around and 
Rob has "started to call the [program director] Mommy. She is like a mother figure...she 
is always making sure we are doing this and that. She gives us advice on classes and 
sometimes we don't follow them." Emma, comments that informally the students are 
always in her office for one thing or another. The Program director is the first Baldwin 
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contact they meet when they arrive on campus. The students their first year often identify 
the program director as their main source of information. 
Academic Adaptation: Faculty Support and Advising, 
Academic Challenge, Coursework 
After the completion of almost two semesters, the student's experience was more 
extensive than their expectations. While the student's complemented their expectations 
of faculty support, coursework, requirement and academic success, with their experience, 
they also discussed their knowledge and familiarity with advising, academic 
support/resources and academic challenge. Their two semesters illustrates that the 
students are academically adapting to College and how their knowledge of academic 
support has expanded. This section discusses the experience of the Scholars with regard 
to faculty support, academic support, advising, academic requirements, coursework and 
academic resources. 
Student Experience of Faculty Support. The Program faculty consists of faculty 
from each of the schools, including the writing faculty. Having regular faculty involved 
with the Program allows for an additional means of support for the students, however, an 
important finding the Baldwin students were not aware of who the core faculty were. 
Despite the importance of faculty involvement, the students reported only knowing the 
Program director and the writing faculty but did not know the rest of the core Program 
faculty. Em said she had dinner with the program faculty a while ago. "Someone 
brought up that the faculty should be more public of who they are.. .We had the dinner 
and that was really nice and we got to know who they were. Someone suggested doing 
more things like that." Similarly, Rob has met only two of the program faculty, and says 
that "those that I do know, I am grateful for them. They are spending their time to help 
me to get to where I want to go.. 
The Scholars also had positive experiences with faculty not involved with the 
Program. As they had expected, most new Baldwin students had a good experience and 
believed the faculty were helpful and supportive. Juan said, "I have nothing but good 
experiences with all faculty.. .1 went to New Orleans, so I got to hang out and talk a lot to 
one of the faculty. I want to take a class with her next semester." In addition, he also 
said "Wilson and Margaret are both excellent professors. Wilson would probably make a 
good chair of my Division II and Margaret is an excellent resource to talk to about 
issues." Chris had a negative experience with his faculty advisor who "[he] just hates, he 
[the advisor] should be fired. I have heard many people say the same thing [about the 
advisor]. Other than that though it has been fine.. .they are all really nice people willing 
to help you." Yago said, "I have one teacher who I am not too pleased with. Most of my 
teachers are really helpful and really want to see me do well. I do have one teacher, who 
you know, for some reason she seems to be a little funny, and I am actually her research 
assistant for my work study, and I feel disrespected by her, indirectly." Similar to Juan 
and Chris, Em noted, "I was having a lot of trouble in my African class and I had missed 
two classes and I was just overwhelmed completely with the reading and everything. My 
teacher set up that every Wednesday I have an appointment. So an hour before class he 
gives me extra work so I can do something that will benefit me." Aside from the positive 
experience she had with African class, she also said, 
I feel my professor is one of my best friends. He is such a sweetheart and 
I talk to him about a lot of things and like if I say something is wrong and 
if one day I don t want to talk about it he can badger me about and I won't 
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get upset. Like I don't feel he is being nosy. My advisor I have a nice 
relationship with. 
Rob says, "the dynamic between my two teachers [in one of my courses] is really 
cool." He notes that his other teacher is "very engaging. He tells you what he 
knows...and it is just captivating." Rob's relationship with faculty he says has been 
"intellectual relationships...It has been a very productive relationship between me and the 
faculty and with staff too." In general faculty support was positive and the students 
developed good relationships and felt encouraged by their faculty. 
* 
Although Emma encourages students to form faculty relationships the Baldwin * 
, ) 
students remain unfamiliar with the Program faculty. Yet, according to Emma, one of the \ 
ways the Program introduces students to the social resources on campus is by inviting the 
faculty and staff of the Program to meet the students. However, from the information 
provided by the Baldwin students, and in the next section by the alums, this is not the 
case. Many of the students are unaware of the Program faculty. On the other hand, she 
stresses to the student whenever she meets with them, "you must meet with your faculty 
as part of the expectation in order to come back we sort of force it on them." Emma often 
will meet with the group of Baldwins and reinforces group advising, asking students to 
advise each other on faculty and helping to identify "accessible faculty." 
Student Experience with Advising. The advising experience for a new student is 
different from an upper-level student. Students in the first-year program (Division I) take 
a tutorial course where the faculty member is their faculty advisor. Students therefore 
have limited engagement with the advising office and often refer to their faculty advisor 
when referring to advising. Juan notes that his advisor, "knows what I am all about.. .We 
are both interested in the same fields - social justice." Chris, on the other hand, said, "my 
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advisor, I dropped him, because we just had personal issues." Chris notes that now that 
he has switched advisors it is better. Yago, Em, Pedro and Rob all report not having 
visited the advising office and had no further comments on the subject. Rob says that "if I 
need help with advising or writing I go to the writing center." These students are in 
Division I and therefore the only interactions they have had has been with their advisor. 
It is not a surprise that when they were asked to speak about advising their responses 
were about their faculty advisor. 
Student Experience with Academic Support. The awareness of academic support 
programs was limited. As the students experienced their first-year they became more 
aware of the academic resources available to them. In September, the students mentioned 
the academic resources advertised but other than mentioning the Library and computers 
were not specific. Their experience, however, ranged from the Writing Center, 
Quantitative Resource Center (QRC), disability coordinator and the Library. While some 
students are aware of the academic resources available to them, others were not. Juan 
said he used the Writing Center and met with the writing faculty. He also said, "Intro to 
Writing is where you should get all your academic support for writing papers and if you 
participate in class and you would fall in love with the [faculty] and then you should go 
to see them throughout the year if you need academic support with writing or anything 
else." Other than the Writing Center, Juan notes, "Sometimes Hampshire doesn't make 
things known about what is available on campus, so it is great that the JB Program brings 
people in to talk about what is here." Chris adds, 
I have not taken advantage of it to my full extent... there is academic 
support you just need to seek it. Sometimes it is not in plain view, but it is 
there. Professors are willing to help you and give you special 
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consideration because you are a JB. Like extra help with papers, more 
time on them. They are understanding people. 
Yago and Rob report using the Writing Center and the library. Rob "finds himself 
being more towards the writing center and other students and teachers than the actual 
program, but nonetheless, when I do talk to the director, I get just as much feedback as if 
I was talking to someone else." Em says she "feels like I know [about academic 
resources] but don't take advantage of them all. The only thing I use a lot is the 
computer." Pedro says "the only academic resource that I have used was probably the 
writing center. Other than that, I do not feel like they do not advertise much. I have not 
used the library at all." 
There are many forms of academic support at Hampshire. The Baldwin students, 
who have been at the College for a year, identify these resources as being the library, 
QRC, disability resources and the Writing Center. There are however, many more 
academic resources, yet some students say there is a lack of publicity about them and 
others say they just haven't taken advantage of their existence. 
Student Experience with the Academic Requirements. Although Hampshire has a 
non-traditional curriculum, the First-Year Program is similar to other institutions. While 
i 
some students believed the Division I program was limiting, others thought it helped 
them academically. Students reported differences of opinion about the Division I 
program. Chris reported that the Division I "needs to be reevaluated and also the courses 
should be more open. There are a lot of courses that are really popular in this school, and 
they only accept six people.. .The signing up for class, there has to be a new way." Yago, 
on the other hand, feels "Division I helped me improve academically and personally. I 
think taking different classes, at first, I wasn't too pleased with having to take these 
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classes that didn't pertain to what I really wanted to do, but at the end of the day I think 
they were really good. They helped me narrow down what I want to do." Rob refers to 
Division I as a "sample platter. You take a class in the different areas that are given in 
the school, and then you can choose the area that you want to focus on the most." The 
divisional process, specifically Division I, is a way of introducing the non-traditional 
curriculum to these students. 
Student Experience with Academic Challenge. In addition to the great 
opportunity they were afforded, the students indicated getting the appropriate academic 
challenge and support their first-year, while others expressed not be challenged enough. 
Although Chris reported there was more help in the first than in the second semester he 
noted he was 
not the best in school because he has just came out of work. I am not used 
to the writing that is here. I am behind on a lot of things. I want to catch 
up. I am trying my best to catch up, but like I said I am not used to this. 
Like I go to class and all these people can write like perfectly and I 
struggle and I feel like will never catch up. 
Em felt challenged and responded, 
I feel like I am learning a whole lot.. .That is one thing I am very 
grateful is that it [course load] is cut to three instead of 4. I don't think I 
could handle four in the first semester of school...I just now got a hold 
of the work. I just now learned how to manage it and do things on time. 
I am so used to many institutions where I don't have to try, and I really 
do have to here and it is a really good place." 
Juan said that Hampshire courses are "really good and challenging and they are all 
ones that are something that I think I would be interested in and would have a good time 
and enjoy.” Rob felt challenged. He said that "sometimes when [he] wants to phase out 
and not do my work, [he] has the program to smack [him] in the back of the head." He 
says he goes the extra length. When a teacher says just revise the paper twice, I revise it 
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three times. So far one of my teachers has told me that I have been so conscientious of 
my work." Yago experienced difficulties in the beginning of the academic year and 
responded, 
My most difficult course was my tutorial. It was difficult for me because I 
was not prepared for the amount of reading, although now it is not a lot for 
me. But coming out of high school, the high school I came from, I really 
wasn't prepared for the reading he gave, so it was just, I was kinda blowm 
away. I really wasn't ready for that like I am now. 
Pedro, on the other hand, did not feel challenged. He reported that he was going to take 
four classes contrary to what the program suggests. He said, "I feel I have too much free 
time.. .His senior year was harder than this year. I feel I have enough time to do 
everything." Emma, the director noted that students often negotiate with their faculty 
advisors to let them take more than 3 courses a semester. "Technically I can't stop 
them.. .It is interesting that there has been the student who with 4 has tended to be the 
exception instead of the rule." The students during the first year experienced different 
levels of challenges. Some attributed their challenges to their lack of academic 
preparedness while others reported not having enough work. 
Student Experience with Coursework. Similar to all first-year students, the 
Baldwin students reported that the courses w;ere challenging and engaging, good 
resources for getting committee members, and praised the writing course. Chris, 
however, had a different experience. He said, "some of these courses like Information 
Age which is my tutorial I took because it sounded like something that really interested 
me, but it turned into something different." Chris added, "It turned out to be something 
that I hated. Chris also said, 
I feel like there hasn't been much that I learned this year. Intro to Writing 
I liked. It wus a great course and taught me the writing skills that I 
needed.. .The only other class that I have been learning something from is 
my class on Tibet.. .Other than that it is not because of the Baldwin 
Program it is the school. I think the first year academic program is not 
good. 
Em noted that "it has been a little bit of both [positive/negative]. I will be honest. 
As far as classes go I feel satisfied by the classes, but I feel like you can take out as much 
as you put in and I wasn’t' putting in a lot in the beginning of the year. So I am definitely 
learning." Pedro says that his "courses are going well." He notes that "the writing class 
is going pretty good. I read my personal essay and everybody liked it. It was the most 
impactful." Pedro says "courses have more or less been the same as my high school - 
small classes, teacher, discussions, and presentations. I have taken more art classes here, 
so it is a different feel, because it is something new that I haven't gotten into but that I am 
good at." Rob says the Hampshire courses "are original. They can be erratic and they 
can be interesting which I like. They can be tough and arduous, but they are good." With 
the exception of one student, the other students enjoyed the selection of courses and 
enjoyed them overall. 
While the expectation of the Baldwin Program was to complete all coursework, 
all but one student reported having difficulty completing courses. Completing courses 
satisfactorily detennines your academic standing at the college. Juan says "there are two 
courses for me to complete. It is just a challenge. I have trouble writing because I want 
to write the best thing possible, so I stress myself out at the beginning of the paper, 
because I didn't really understand the process about writing and rewriting, as long as I get 
my ideas on paper." Chris notes completing two courses satisfactorily and has not 
completed two courses. "I need to complete 3 this semester. I am doing my best." Em 
said, it is getting a little overwhelming again. It was overwhelming at first and then I 
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caught up, and now the end - the crunch everyone has been warning me about - and I 
have been ignoring them...If I put my mind to do it, I can do this.” Pedro thinks he has 
"done a good job. I do not have any incompletes, all of my evaluations seem to be 
positive, at least that is how I read them." Rob's notes he "completed the two that I 
thought were gonna be my biggest problems.. .The classes I thought were gonna be easy 
are the ones I am not done with now...So I am kicking into overdrive, because I really 
need to get this work done, and I do not want to do any other work over the summer, 
because along with the internship I want to do my own personal studies of herbs and 
medicines. It has focused me more actually. I am on track with the three classes I am on 
now." 
Course completion was also discussed by the Program faculty and staff. The 
Program director, however, states that successful completion of the Program is measured 
by adequate successful coursework, but does not quantify the number of courses. 
Progress is individualized. According to Emma, the academic progress is assessed by 
using a portfolio the students put together that includes a student's retrospective, course 
evaluations and samples of their work and in addition, advisor comments, faculty 
comments solicited by the director. Emma noted that the "students are not expected to 
finish every class, but they are expected to finish 5, and occasionally we make 
exceptions. We try to look at each individual situation." According to Emma, 
successful completion of the Program means they have made adequate 
progress to become a matriculated student. They have enough successful 
coursework to indicate, though not guarantee, that they will be able to 
complete their Division I and go on to the next level of Division II and III 
and finish. 
Julio, a program faculty was more specific and added, 
Five favorable evaluations, they allow you to have two incomplete 
evaluations in the year. These are very bare minimum requirements. 
Then again the committee assesses the writing and where the projected 
academic path as stated by the students and how that fits into our scheme 
at Hampshire. 
While the Baldwin students expected to finish all their courses in their first year, 
their experience was the opposite. Most of the students reported finishing the first 
semester with several incompletes. Students are having difficulty finishing their courses 
because they lack the academic skills and discipline necessary for them to complete their 
assignments in their courses. In addition to this they are receiving conflicting messages 
from the Program faculty and staff about how many courses they need to complete to 
make adequate progress. The students are probably aware that each individual situation 
is treated differently and therefore hope that they would be the exception. 
Social Transitions: Peer Mentoring and Friendship, Student Group and 
Campus Involvement and Counseling 
Similar to the academic adaptation, this section discusses how the students are 
socially transitioning to Hampshire College. Social transition involves having support 
networks and informal relationships developed with faculty and students. The purpose of 
this section was to observe the social connections the new students developed and how it 
relates to their satisfaction and success. While the students expected to make friends and 
belong to student organization, their experience was with peer mentorship and friendship, 
student group involvement, campus community and counseling. 
Student Experience with Peer Mentoring. The Baldwin alums served as mentors 
to the younger students advising them about the academic and social aspects of the 
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institution. Chris mentioned the alums support and how they would also check up on 
how he was doing. Yago thinks the Baldwin program's 
greatest asset this College has to offer, within the JB program, are the JB alums 
itself. I notice that those who stick together, those who talk together, help each 
other out, since we have a lot of similar issues here on campus or at home, it is 
good to know that you have friends here. That is really helpful. It really helps 
with the social aspect of it. 
Yago notes that the Program director is the "best resource...She is always there...But I 
guess the main support mainly comes from the JB alums. They are always supportive 
and helpful and they try to keep you on task." Peer mentorship from the Baldwin alums 
was identified as a very important part of the Program by the Scholars. Although it is not 
a formal part of the Baldwin Program, the alums helped and encouraged the younger 
Baldwins throughout the academic year. 
Another facet of peer mentorship was apparent when students discussed their 
experience with social resources. The students indicated the best source of information 
were other students. Chris goes to the students to find out about social resources. He 
says "talk to the student trustee." In addition, he also "reads the flyers all the time. I 
mostly stick to myself. I do not consider myself to be an activist." Em says that social 
resources "are easy to find out about. I feel really well informed by various students. So 
I feel like if I wanted to do something I could do it." Like Chris, Pedro also uses the 
other James Baldwin alums as resources. Pedro says "I go to them [JB alums] on how to 
do this. Pedro feels the social resources are hidden and students need to find them. "You 
just have to go on your own and figure it out." Rob talks about spending time with the 
other James Baldwin students when he was asked about social resources. 
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Emma, the director, noted "A very intentional way of building bridges and giving 
us support" is by having Baldwin alums become Teacher's Assistants in the Introduction 
to Writing course which supports the student's comments about seeking the mentorship 
for the Baldwin alums. In addition Bemie states that students meet as a group. "There 
are meetings during the year that they meet as a group with [the director] to talk about 
their issues sometimes they seem to meet socially stuff that she schedules just so that she 
gets to see them face to face so she can better gauge how they are doing and so forth." 
Nick added that "there are some really strong third and fourth year students that serve as 
support." Similarly, Ana says, "the Program does a good job of keeping older students 
involved with newer students, and as a cohort they take care of each other. 
According to the director, Emma, the number of students accepted into the 
program varies from year to year and plays a major role in the peer-mentorship 
relationship. Having a reasonable number each year allows for cohorts to develop and 
students to seek mentorship from the older cohorts. Emma's goal is to bring in 10 
students, however, the institutional goal is five to six. The institution responds to the 
needs of the budget, while she responds to the Program and the cohort. The consensus 
among the faculty and staff of the Program was that the number of students accepted into 
the Program is linked to the current fiscal year's budget. 
Student Experience with Peer Friendship. The experience of making friends, 
however, proved to be different for some of the students. While Juan indicates having a 
positive experience, "I guess I have had a good experience making friends...I have too 
many friends. People complain about me having too many friends;" Yago on the other 
hand, thought it was his downfall. ".. .1 really wanted to be friends with everyone. But 
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someone made me see that, and at this point I really don't care to make friends. I know 
who my true friends are." Pedro says, "A lot of my friends come from where I live. The 
hall is really tight, and it is unique in itself...We all eat together, have dinner together, 
hang out... We have bonded in a way that is really unique to any other hall." Although 
the expectation about making friends was positive, their experience was different. Some 
students expressed difficulty making friends, while others had a good experience. 
Student Experience with Student Group Involvement. While the expectation of 
belonging to student groups was positive, the experience was mixed. Some of the 
students were involved with several organizations, though others were cautious not to 
over extend themselves. Some of the groups the Baldwin students were involved with 
are UMOJA, Crazy Pitches, Raices, SOURCe and the James Baldwin group. Juan noted 
having a good experience participating in student groups. "It is just my nature to 
organize and do all this stuff, so it has been a wonderful experience because it is what I 
enjoy doing." Chris said, "that was a great experience to give back to the community 
because I participated in that [ALANA overnight] when I was an accepted student." Like 
Juan, Yago is also in UMOJA and in the JB group although he was cautious not to 
overextend himself. Em, on the other hand, "wanted to be a signer for UMOJA, but 
could not do it. I have so much work and I am working a lot." As a first-year student, 
Pedro said, "he was a little lost in the beginning about how to get things done, where to 
go, who to talk to, but I am learning where to go and what to do." Rob reports he is not 
involved with many student groups; however he was part of CPSC and SOURCe." 
Student Experience with Campus Community. In general, the student's responses 
illustrated satisfaction with the Hampshire Community. Juan says, "I am enjoying 
Hampshire...I am so involved in the Hampshire community it is really a problem." Chris 
"loves it here. It doesn't matter what you are, who are you, you are accepted here no 
matter what. It is weird. I come from a place where you don't. If you are different, you 
are different and you stand out." Yago's experience has fluctuated. He said, "It started 
really nice, everyone is so friendly here. I was just in love with this place. But slowly 
but surely things begin, and slowly people started showing faces. All the upper classmen 
warned me.. .1 think the community is good, although it seems to be going downhill." 
Pedro says that "Hampshire is a very unique group of people and I feel like it is a good 
thing." Rob noted, "One thing I do like about the Hampshire community is that it has 
made me see, hear and feel things that I otherwise wouldn't have seen or felt." Rob 
makes reference to some racial incidents he has experienced at Hampshire. He said, 
he knows one girl who has had racist slurs written all over her door. And I 
was like, wait, hold on, I thought this school was supposed to be 
progressive. And then people are like, race is biological, and I am like, no 
it’s not, it is a social contract. I go to a party, and people want to talk 
about it, and I just want to let it go. I will go home and will be watching 
TV and the show will be talking about racism, and I am like Mom, shut 
that off. I am tired of hearing about it. It is just too much. It works to 
open the mind to the possibility of what it can be and how it is, but then 
also, you start to get a shorter fuse. You are basically not tolerating it 
anymore, which is what is supposed to happen. You are not supposed to 
tolerate it anymore. Hampshire is a hell of a campus. 
Although some students indicated having a mixed experience, others really 
enjoyed the distinctiveness and uniqueness of the Hampshire community. 
Student Experience with Counseling. Counseling is something that is entirely 
individualistic and can be formal and informal and it is part of early intervention 
programs. Most students were aware of the formal counseling available but had not 
taken advantage of it. Juan advocated counseling for others, yet Chris had counseling 
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recommended to him his first semester because "he was oversleeping.. .1 have a lot of 
things in my mind...Like I think I am going to fail." He said, 
the director has recommended it to me. I have not been in counseling in 
years. Don't get me wrong. I don't think that just because you go to 
counseling that you are crazy. But I don't know. I don't think that I have 
anything that bad in my mind that I really need it. If I get to the point I 
will go because I know it is good for you. 
Some of the students seek their friends for advice and counseling. Others seek the 
guidance of administrators, others have professional counseling and others believe they 
can counsel themselves. Rather than seek professional counsel as was recommended, 
Chris said, "that is what my friends are there for. I can talk to them, and I do talk to them 
actually. They give me advice and I give them advice." Em said "I hate building new 
relationships with a counselor." Em noted talking to the program director and house 
directors at Hampshire College. She says, "everyone has been really helpful and giving 
me support. It seems like a really good place to talk to people." Yago, on the other hand, 
has his own formal counselor from home. He says, "it has been difficult because we 
cannot do as much, there is only so much you can get out of over the phone, but when I 
do go on vacations we do meet. Counseling here, we counsel each other, just having 
someone to vent to, to talk to, because all of this stuff can build up." Pedro counsels 
himself and says, "I find that I can counsel myself a lot of the time, and I have people to 
talk to who can sorta counsel me, but I end up counseling them and feeling better about 
myself, so there is really no reason for me to go to counseling. I mean I would go if I 
really felt like I needed it." Although Pedro is not resistant to seeking professional 
counseling, he does state that he has provided advice and counseling to others which 
makes him feel good about himself. Pedro is providing his own counseling by helping 
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others in his community. Rob's experience with personal counseling has been minimal. 
He says, "I haven't done much of that because I think a lot and eventually I find it takes a 
while, I won't lie, it takes a while, but I find my own solutions to my problems, and 
usually the solutions I come up with are productive and not destructive." Unlike Pedro, 
Rob seems to have a bias about the amount of time counseling takes. Therefore, like 
Pedro, he ends up counseling himself. 
The students experience with counseling ranged from informal to formal. Some 
of the students sought the advice of their peers, while other relied on administrators, 
faculty and professional counseling. 
Academic Collaboration 
Student relationships with students from courses varied from being good 
experiences to working in groups to no interaction at all. Some of the students indicated 
having positive experiences, while others noted feeling intimidated and insecure 
socializing with students from their courses. Juan said, "Usually students in my class that 
do interact with me, we end up being friends." Similarly, Em, says that "this is a very 
social place." She talks to students from her classes and says "the only class I really don't 
talk to many people is the African class." 
Chris, on the other hand, said, "I don't interact with them in my class. If I know 
them from before, yeah I do. My Jan Term I took with some of my friends, and we did 
all the work. Sometimes, if I have a project I have to interact with people in my classes." 
Yago feels insecure and intimidated with the students from his class. He says he "feels 
stupid in a way. I kind of feel like I am in a retarded seat.. .So I don't ask too many 
questions in that class because I feel the questions I have the whole class already knows." 
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He also said, "I speak to a few of the kids from my tutorial. I do not really speak to some 
of the others." Similarly, Pedro feels he cannot participate in class because, "there are a 
lot of older students in the class, and I feel threatened by what they know and I do not 
want to say something that is wrong." Pedro makes reference of the existence of 
academic competition in his tutorial course, the course whose purpose is to create a 
cohort. Pedro notes, 
My tutorial class, everyone sorta split up because we were all taking the 
class but for different reasons. So I really don't see a lot of 
them.. .Everyone in my painting class is sorta against each other I 
feel...there is a very subtle tension because everyone wants to be a good 
painter, but Scott says “you all suck.” Well not really, but he is like, 
“maybe you should add some shadowing” and I am like ok. 
Although the Baldwin Scholars in general expected to form positive student 
relationships, the experience of the students was reportedly different. The majority of the 
students noted minimal interaction with students from their courses, they reported 
socializing with students from the Baldwin group or students they lived with. Feeling 
intimidated with older students in the courses, feeling insecure about their participation in 
class and academic competition among classmates all contribute to the minimal 
interaction with students from their courses. 
Impact of First Year Experience on 2005 Baldwin Cohort Persistence 
Out of the six 2005 Baldwin Scholars four of the students matriculated at 
Hampshire the following academic year. Two students did not return. One student was 
withdrawn during spring 2006 for disciplinary reasons and the other student was 
withdrawn for academic reasons. The entry characteristics for all six students were very 
similar and did not seem to be a factor in the decision to persist. What seemed to make a 
difference was their academic and social adaptation to college life. The two withdrawn 
students struggled academically and they made friends with students other than Baldwin 
students. The students that socialized with the Baldwin alums were able to navigate the 
system and matriculated fall 2006. These also indicated not actively part of any 
organized student group. A more detailed analysis of the 2005 Baldwin cohort is found 
in chapter 5 in the form of tables and analysis. 
Baldwin Alum Experience: Years 2 and Beyond 
Experiences 
As mentioned earlier, the purpose of this study is to examine the impact the James 
Baldwin Scholars Program has on student's satisfaction and persistence. To understand 
the path a Baldwin student experiences from their first year and beyond it was important 
to interview the current Scholars but also the alums who have already experienced the 
Program and are now regular Hampshire students. The alums are in different stages of 
their academic career at Hampshire and are in all three divisional levels. Figure 4-2 
illustrates the model used for the James Baldwin Alums experience in years 2 and 
beyond. The model begins with the entry characteristics, followed by the alums 
experience and then persistence. This section is divided into 5: programmatic support, 
academic, social, and, academic collaboration followed by their persistence. 
Programmatic Support: Support, Admissions, Requirements, Personal 
Development and Program Reputation 
This section provides a summary of the different perspectives of the Baldwin 
alums experience with programmatic support. These sections are meant to demonstrate 
how the Baldwin students at different levels understand and experience the Program. It is 
important to note that the longer the students were at Hampshire the more critical they 
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were with their responses. Programmatic support includes experience with Program 
support. Program admissions, Program requirements, personal development and Program 
reputation. 
Model of James Baldwin Alum Experience - Year 2 and Beyond 
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Figure 4-2: Model of James Baldwin Alum Experience-Year 2 and Beyond 
Alum Experience with Program Support. Regardless of how the students were 
accepted into the Program, the Division I, II and III students were appreciative of the 
opportunity the Baldwin Program gave them allowing them to strengthen their academic 
skills. Others expressed receiving support from the Director while others were clearly 
dissatisfied. Dani expressed, "I am not too happy but I think they can do more to help us 
socialize and settle academically with certain issues that arise on campus that are not 
dealt with,” She also noted that she "thinks it is a problem that the program is just for one 
year. I didn't make it my second year and I think that is why a lot of Baldwins fail.. .A lot 
of follow-up work is not done during your Baldwin year... Sometimes you need someone 
to check up on you.” This was also a concern raised by the Program director who says 
"my contact is as much my personal relationship with them as anything else and they 
often get different advice I might give them." 
Jule on the other hand, did not have a clear sense of who the Baldwin Program 
served and said, "I heard from other people that it was for people of color who needed 
help getting into college, but it allowed me many opportunities academically and socially 
as well.. .1 had some trouble in the fall trying to gather myself and manage my time and 
prioritize." She also claims "that if it weren't for the Program I would not be here right 
now." Similarly, Mina's experience has been positive. She said, "it has been good 
despite everything that happens underneath the system. The program was very 
supportive to me and I never felt like I was just a JB but a Hampshire student...A lot of 
Baldwin alums would talk to us and help us out with what people are going to say and 
what you need to do." Others felt there was no support. Bea thinks, "the support was 
there for the most part from different professors and I think they are supportive in 
general; I don't it was specific to the JB program. As for the JB Program I don't think it 
was the program itself. Even though the director was there, she didn't help me 
academically. She offered to help with our writing a couple of times, but I feel most of 
my help came from the writing faculty and other professors." Ian said, 
It has been a love-hate relationship.. .1 have dealt with a lot of issues of 
support and just trying to get the program united has been kind of difficult, 
to get us all on the same page. From the students point of view it has been 
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difficult...I love that I was able to come here, but I hate it because the 
Program's structure isn't good for me to get 100% from the school. 
Sami also said, "No. I guess if you wanted something, you could go see them, but 
I think I didn't know what I needed, so I just went through the motions and the director 
has how many jobs here? There wasn't really any sense of reaching out.. .1 guess it was 
there if I needed it." This student's cohort was one of the largest in the history of the 
Program. There were 10 students admitted the same year as Sami and with the limited 
support staff it is not unreasonable for this student to feel there was no effort to reach out. 
In addition Sami responded, 
I didn't think it sorta helped the students maximize on the opportunity that it 
could have been. I know students previously fought for regular advisors and 
for regular treatment. I feel like a lot of the stuff didn't really come from the JB 
program, the support and whatever came from Hampshire changing of the first- 
year environment which I think was a big mistake, but just making it so that 
you have to go to all of these classes and stuff like that. 
Nala, on the other hand, believed she "took advantage of the resources and financial aid. 
I got a good base for my education." Tami believed "the program itself, I do not see a lot 
of support in it. I feel like I am a lost puppy in this school in a lot of ways. Mainly 
because of academics... and I am not getting the help I am looking for." The Program 
support varied for each of these cohorts. This could be attributed to the number of 
students admitted in each of the cohorts and the Program staff available to help these 
students during their Baldwin year. 
Alums Experience with Program Admissions. While many of the students who 
were in the Baldwin Program were accepted directly in the Program, others were not. 
The students that were accepted from the regular application pool were unclear why they 
were in this Program in the first place, and were not sure of the Program mission. 
Mina noted that she was 
a little unclear to be completely honest because of the way I got into the 
Program. I applied to Hampshire as a regular student and during the 
application process was accepted to Hampshire as a Baldwin student. The 
Program was way over my head when I first came here and I know about 
it now because I have had lunches with the director and she has explained 
to me what she has been trying to do for years, which is get low-income 
students into colleges and universities. 
Cai had an experience similar to Mina. He, on the other hand, thought it was a good way 
to get into Hampshire. Angi who did not apply directly to the Baldwin Program said, 
"...at first it was really hard because I didn't fit in and I didn't know anybody." 
Similar to Cai, Mina and Angi, Hope 
had never applied to the program, admissions set it up because of my 
background and my writing skills not being where they could be, I had a 
lot of potential to do well in college.. .Once I started seeing the benefits of 
the program, it could help me out with my writing which was one thing I 
was really concerned with when I came to College, my writing was not 
where I wanted it to be, and organizational skills and all these other things 
that the high schools are supposed to be preparing you with but the inner 
city schools weren't preparing us for. 
The faculty and staff of the Program have their own criteria for acceptance into 
the Program. The criteria depend on the student's academic preparedness and fit to 
Hampshire College. There are many ways a student can get accepted into the Program - 
applying directly, being referred by alums or high school counselors and being referred 
by the Admissions office. The criteria of admission according to Emma are the writing 
sample, interviews and campus visit as a way gauging their potential and interest in 
Hampshire. Julio discussed the demonstrated academic or social un-preparedness of the 
students. Bemie mentioned the students being the right fit to Hampshire as well as 
"looking for those students who show promise are not quite ready but we feel like in a 
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year they will be ready for college." Nick noted that the requirements to be accepted into 
the program you have to be a minority student, show signs of having skills - 
talent and ability - but not have academic skills and that is the reason you 
are not admitted to the institution. I would rather take the chances on 
someone who has talent and abilities but not the skills than I would on 
someone who is almost admitted to the college but doesn't show a lot of 
upside in terms of their talents and abilities even though their skills may 
be higher. 
Clay, like Bernie noted that students needed to show promise and potential. He noted 
that students are evaluated by their writing samples, grades and recommendations. Clay 
says, "the potential is what is important - not to have clean and perfect records." It is 
clear from the responses that the faculty and staff do not agree on the eligibility 
requirements. This disparity leads to differences of opinions among the faculty and staff, 
and more importantly, the cohort that gets admitted may have different levels of skills 
creating an imbalance among the students. This imbalance can cause conflicts with the 
students and may discourage students from continuing their academic work. In addition, 
to the differences among the staff, the students who are accepted from varied pools, 
especially those accepted from the regular admissions pool are confused about their 
presence in the Program. The number of students that get accepted fluctuates from year 
to year depending on the budgetary implications. 
Alum Experience with Program Requirements. One of the requirements of the 
Program is regular meetings with the Program director. The experience of the students in 
this study with regular meetings generated mixed responses. Some noted the importance 
of attending the meetings, for example, Tami was "aware of the Program meetings with 
the director, because that was one of the things they emphasized. They said that you are 
part of this Program, you are required to attend these meetings to help us help you as 
needed." Angi, although did not apply to the program, was aware of the meeting 
expectation. She said, "the meetings are with the director.. .The meetings are very 
helpful, just to make sure that everyone is on top of stuff." On the other hand, some 
students related it to the Hampshire student culture. For example, Cai said, "I attended 
most of them, not all of them. I just remember it was the way Hampshire works, and 
maybe it is like that in most schools.. .There is no clear timeline at first." Bea was very 
direct and responded, "No I didn't know about required meetings. There were two 
meetings that the director had - one in the fall and one in the spring to give us the outline 
of what the year ahead holds and to tell us what we needed to do." While others were 
unclear about the structure for example, Hope said, "The first semester we hadn't quite 
figured out when Mary was no longer working, so required meetings were not part of it. 
When we came back in the spring we were supposed to meet with the director every so 
often. I never met with her, but I met with the writing professor every week." Sami 
added, "Meeting with the director, yeah, I don't know, I think maybe she had a lunch 
sometime, I don't remember how required that was." Other students confused these 
required meetings with meetings with the Baldwin student group. Joe stated, "Yes, I did 
attend the required meetings, the meetings at the Cultural Center and meetings with the 
director and other Baldwin students to discuss our progress." 
The Baldwin students who were accepted into the Program because they lacked 
the academic skills are expected to attend regular meetings with the directors. Emma 
noted that "regularly varies." She said she meets every 5 weeks but more often in the 
beginning with the students. Emma noted they met during the welcoming before 
orientation, for the Baldwin student orientation, and that individual appointments were 
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scheduled the week after orientation and after this meeting another meeting will be 
scheduled to talk about financing their education. Emma comments that informally the 
students are always in her office for one thing or another. Again, other faculty and staff 
members believed that some meetings were scheduled, but were unsure of how 
frequently they occurred. Although meeting with the Program advisor is publicized the 
faculty were unaware of the frequency and the purpose of such meetings. Similarly the 
students were also unclear about the attendance of required meetings. It seems that 
expectations about regular meetings is not clearly stated, therefore causing confusion 
among the students and Program faculty. 
Alum Experience with Personal Development. Overall there were some students 
who were satisfied with the Program and others that were not. Tina has had an 
"awesome" experience with the program. "I really like [it] because I think without the 
program I wouldn't be where I am today....it has built my self-esteem because I never 
thought I could do this. I have been able to grow. It has inspired me in many different 
ways. Without this program, I would not be able to be here. I am here and still making 
it." Jule said, "I never knew a program like that existed anywhere...It has been amazing 
and I am kind of sad that I am not a JB anymore." Overall academically, Angi believes 
the Program 
has been a really good experience because they helped me a lot with my 
writing, and they really encourage people in the sciences, especially 
because I am a woman, it is harder for me to be accepted into the 
sciences.. .Anything that you did or didn't do would go back to the director 
so everybody was working with her, and she was always on top of us with 
everything, both socially and academically. 
Other students were more critical about their experience with the Program. Dani claims 
to have gone into a state of depression her first year because of "racism and pressures of 
class" differences. Though many of the students in the Program attributed their academic 
and personal growth to the opportunity they received the Baldwin year others 
experienced the opposite. 
Alum Experience with Personal Support from the Director. Some of the ways 
students noted receiving personal support has been through professional counseling, the 
program advisor, advisors, the writing professor, and friends. In general the students felt 
support and encouragement from the Program director, although some students had the 
opposite experience. Jule is very grateful to the program staff and says "she [Program 
director] is amazing and I feel that she does not get the recognition she deserves...she has 
allowed me an opportunity where I don't have any excuse to do well." Ada describes the 
program director "like my mom...always giving me advice and always taking care of 
me." Like the others, Lou adds that the director is the "authority figure also known as the 
JB Mom." Angi added, "the director always made sure that we were on top of stuff, she 
would email or call us. We would have meetings. We were always welcome in her 
office for anything and she still helps us throughout the year at Hampshire." Cai shared 
Angi's experience. He said, "the director has been a great friend, great mentor." 
Bea, Ian and Vic have had negative experiences with personal support and did not 
feel supported by the director. Hope also expressed that after Mary Frye left the 
"program kinda shrank, and we had to go to the director with our problems, and she was 
doing so many things at the same time, so at that time I really needed Shirley and that 
was it." Joe noted his "worst experience is with the director because she has 
presumptions of who I was based on who I was with and would pass me a look at me 
very strangely and awkward." As previously stated the Program director is the first 
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Baldwin contact students have when they arrive on campus. Therefore, it is no surprise 
that students perceive the best support and encouragement coming from the director. 
Alum Experience with Reputation of Baldwin Program on Campus. The 
perception of the Baldwin Program varies on campus and is apparent in the alum 
responses. Dana had a difficult time her Baldwin Year. She said, 
It was kind of hard because I didn't know who knew about the Baldwin 
Program and sometimes when I would tell people I was a JB scholar, they 
would say I didn't know about that, why didn’t I get that?...So when I 
found more Baldwins, I was like okay, you know, how did you get your 
scholarship, trying to find out their story. At first I thought I was isolated 
and we were not good enough to be in college, and this was the extra push. 
Cai, on the other hand noted that "the program marked me as a student that 
needed that help. You say a James Baldwin Scholar, you know that equals someone who 
has not had that much preparation, from a low-income family, a low-income community, 
urban usually." On the other hand, there have been some less desirable experiences with 
faculty. Mina's experience with Program reputation was with faculty. She said, 
I remembered that I didn't like how faculty responded to the fact that I was 
a James Baldwin. Felt like they were trying to make things easier for me 
and I am the type of person that in order for me to have a goal it has to be 
attainable and I'll push for it even more. But for them to tell me that I 
could turn in my assignments late, or if I needed time they would let me, it 
caused me to feel uncomfortable sometimes. Now that I am in my 
Division II, the chair may not know that I was a JB. 
In contrast, Joe felt the Program "was there to help us but in a damaging way because it 
basically told us the students of color that we were not smart enough and that we were 
not capable." The reputation of the Program varies with each constituency on campus 
and complicates the experience of students who arrive to Hampshire with academic 
obstacles. 
In addition, Clay, a Program faculty, was concerned about the stigma associated 
with a Baldwin Scholar. He said, 
We also want to get that stigma out- the stigma that students who are 
given some type of aid because they are minority and disadvantaged they 
may feel that they have the stigma that they come into college in a special 
program that makes them different from other students. Our program is 
very successful in that we want to erase that stigma entirely and have them 
ultimately become Hampshire students like everybody else so there’s no 
difference in perception, no stigma by the Baldwin students or the 
Hampshire community. 
The Baldwin Program has evolved since its inceptions, however, Scholars and 
Program faculty are still experiencing how the Hampshire Community interprets the 
existence and purpose of the Program and who it serves. 
Programmatically, most of the students were grateful for the opportunity they 
were awarded by being part of the Baldwin Program. Some of the students expressed 
confusion about the admissions process, and were unclear about the requirement of 
attending meetings. They had difficulty distinguishing between meetings with the 
program director and regular meetings with the student James Baldwin Program. In 
addition, some of the students experienced how the Program is perceived by others on 
campus. While some students were more critical of the Baldwin Program, the majority of 
the students reported having had positive experiences. 
Academic Integration: Faculty Support, Academic Support, 
Advising, Coursework and Requirements 
Once students become adapted to the academic environment they are 
academically integrated. The Baldwin alums are at three divisional levels of their 
academic career. Their experience is, therefore, based on the number of years they have 
been at the College. The longer they have been here the more extensive their experience. 
131 
Similar to the academic experience of the Baldwin Scholar students, the Baldwin alums 
discuss their academic experiences with faculty support, academic support, advising, 
coursework and academic requirements. 
Alum Experience with Faculty Support. Most of the students were not aware of 
the Program faculty and were interested in meeting them. Similar to the new Baldwin 
students who were only there for one year, with the exception of the Program director and 
writing faculty, the alums did not know the rest of the faculty in the Program. All 
students felt really supported by the writing faculty and when they spoke about the Center 
or the required writing course, they had all but good things to say. Jules, like Dani and 
Tina do not know the Program faculty. The only one she knows is the writing professor 
who says "he is very easy to talk with and he has helped me with my writing skills. I 
sometimes see him in the dining commons and we chat about things, the semester, etc." 
Ada was familiar with three out of the five faculty names mentioned. Lou does not know 
who the program faculty are except for the writing professor who he claims "helped me 
out so much during my first semester. He is always around and will always be there for 
the JBs." Cai observed that "he would like to see more of the committee." He was 
referring to the Baldwin committee made up of faculty and the director. Angi said, the 
writing faculty are "always making sure that we were on top of our writing.. .Overall I 
think it was a positive experience." Ian responded, "the writing faculty has been part of 
my Hampshire life even up until today. I guess some people are great for the Program 
but I wish there were staff who were just for the JB Program, because the director has 
four jobs. She has a lot and she cannot really spend that much time on the program 
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because naturally she has other responsibilities. I think that is short-changing the 
program." 
Hope, like most of the other students was unclear who the Program faculty were 
and said, 
I never met with the faculty. My first year we didn't even know who was 
on the JB committee. I came to find out after I came back from leave 
because we kept asking questions, and there were never introductions. 
Who were the people who selected us? Who are these people? We want to 
know who the faculty are, so we know who we can talk to and who we can 
go to. We found out, but we were never introduced to them. 
Sami knew the writing professor and said he was "awesome and I took two classes with 
him that year. He really helped me out with play writing and all that jazz. He was really 
great support, checking in to make sure I still liked this place." Similarly, Nala reported 
that the writing faculty are "great asset to the Program especially for the guys because he 
is so easy going and informal because he is easy to talk to and it is easy to bring him your 
work. The director is a great resource." Most of the students were unaware of the 
Program faculty. With the exception of the writing professor, who has all the Baldwins 
in his course in the fall semester, the other faculty are regular faculty at the College and 
their involvement with the Program is reviewing and admitting students to the Program. 
Programming during the year with the Baldwin faculty has not been a standard 
component of the Program. 
In addition to the core Program faculty, a student's experience with the faculty in 
or outside the classroom makes a difference on whether students feel connected with an 
institution. The Division I, II and III students for the most part had a positive experience 
with faculty, and believed they were helpful and supportive. Lou reported one of his 
professors had "us over to his house and we talked about academics and talked to him 
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about what we think about what he is teaching. I think more professors should do that 
because it allows both students and faculty to learn more about each other." Jule said that 
"for the most pail they have been approachable and helpful and positive." She has had 
one negative experience and that was with a faculty member because "she is incredibly 
intelligent and I felt like she was intimidating to me.. .1 had to overcome that if I really 
wanted to have some kind of relationship with my teacher." Bea's response was "good. 
For the most part there are some people I know formally in class and there are some 
people I talk to on a regular basis like the writing faculty. I think a lot of professors are 
cool to get advice from." Ari responded, "I can't think of one faculty member that I do 
not generally care for. There are some people that I know we do not mesh well, but they 
are still great people." Angi's tries "to talk to faculty as much as I can outside of the 
classroom, and I have actually been working with a few faculty since I came here, like 
Merle, Chris and Dula." Cai said, "I love Hampshire faculty. A lot of students complain 
about professors, but I hardly have complaints about professors." Joe said, "Frank 
Holmquist has been like a father figure to me. He has been very helpful to me. He is 
present, and very happy to see me doing my work. It made me happy to work with him 
not just as faculty and a friend. The same with Bill Brand, he has given me tough love... 
They started out challenging me and me being completely calm and answering them and 
sitting there laughing about things not having to do with the meeting, I could have never 
imagined getting to that point." Hope added, 
When I first met him [advisor], I was so scared to talk to him, I was so 
scared. And from that informal meeting, a relationship grew out. and now 
I can go in there and really be myself and talk to him, tell him how I am 
feeling. He is really good about advice. He gave me his cell phone, he 
made that trip happen. 
Sami has "never met non-awesome faculty members. I think that is one of my favorite 
things about this school. After my first year, I really wanted to leave, and I think I got 
lazy about not filling out transfer applications. But I think one of my thoughts in my 
head was well, I don't want to leave my faculty members. I thought about transferring, 
but I was like, yeah, the faculty support is probably not as awesome at other schools." 
Nala's response was "It's been good because you are in a relaxed place. I don't think I 
ever called any of my professors by formal names." Mina reflects, "I never felt 
uncomfortable talking to a professor about academic stuff. They really do want you to 
succeed and they are the reason I am still here." Dana added, "Some faculty members 
here, I found out pretty early, are pretty lazy. I know I am not seeing the things behind 
the scenes, but through the contact I have had with them, some of them are really lazy 
and worse than the students sometimes." Overall the experience students had with 
faculty was positive. 
Alum Experience with Academic Support. Baldwin alums equate academic 
support mainly with the Writing Center which is a student support program for all 
students. The James Baldwin alums focused on the Writing Center as part of their 
academic support. The difference with the alums is that they mentioned the tutor that 
was available to the students in the earlier years of the Program's existence, which was 
discontinued after 2002. According to the students they perceived the academic program 
support from the director, the writing faculty and the tutor. Tina believes the program 
advisor is great. I did use the writing center but I was anti social because I was from 
N\ C and I was depressed and everything so I never really utilized the programs." Jule 
utilized "[the program advisor] more because I feel like there was something with her 
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interactions that I felt more comfortable with." Lou thought that the program advisor 
"definitely helps you and stresses that you have to talk to your professors. There is more 
support morally than academically." 
Lou also noted that the James Baldwin students were trying to get a tutor but 
difficulties arose around that issue. He noted that "there should be a tutor there especially 
around finals and not just for checking papers. Mina "remembers there was a tutor from 
UMass that came to help us. She came in when I came in 2003 because people were still 
struggling with their writing. The writing center.. .does a great job but they are not only 
dealing with JBs but with regular students." Bea believes the academic support of the 
program "was decent." The writing faculty and [the tutor] were always there even though 
I didn't utilize [her] as much.. .1 think it would have been more effective if it was set for 
students to see [the tutor] every week as a requirement." Ian expressed frustration with 
the type of academic help he has received. His response was "The only person who 
really did a lot was [the tutor]. When she was around, she was very good." Hope spoke 
about the support staff in place to help with their adjustment. "We had [the tutor], Mary, 
[the former director] and [the writing faculty], but there was never a formal introduction 
meeting, we just met them.. .and then Mary got sick in the beginning of the year, and all 
the JBs got really panicky and didn't know what to do. So I went to the [writing 
faculty]." 
Hope really felt she needed the advice and counsel of the academic support 
person which was discontinued her first year. Hope addressed the disorganization of the 
Program that year. She tried ways of organizing the group her second semester so that 
the incoming Baldwin students would not encounter the same experience her group did 
that year. Hope's answer was "I wish I could say yes, but no. I feel like [the tutor] was 
gone, I feel like we needed the advice that she gave my first year." Joe, on the other 
hand, felt he did not have much support. "I felt like I didn't have that much support and 
felt like I wasn't told anything. I went to the Writing Center and was told that I was 
trying although they also said I was a bad writer...I guess I was not really informed and 
was really confused." Sami also agreed with Hope, Tami and Joe and responded "no." 
Nala was the only Division III student who said the program provided support 
academically. 
Like the new students, the alums referenced similar academic support such as the 
Writing Center, Quantitative Resource Center, and the Library. In addition, the alums 
also discussed Advising, Community Partnerships and Social Change, Internships, and 
availability of technical equipment. Tina says, "she is definitely using the other 
resources...1 have been working with the Quantitative Resource Center (QRC)." Jule 
says, "The library I have definitely used and it is a great space to occupy when you can't 
be in your room." Sami responded, 
The Writing Center is great. I formed a really good relationship with Elly. 
She was on my Division II and now she is on my Division III. The 
writing support has been amazing. Quantitative Resource Center was 
really helpful with my statistics class. The library has been fantastic 
...whenever I needed something, if I couldn't find it at Hampshire it was at 
UMass or Mount Holyoke. It is awesome to have access to those libraries. 
Mina, on the other hand, feels she has not taken full advantage of what is available. She 
said, 
I haven't really taken advantage of the resources because no one explains 
them to me. What happened in my first year was that there was a grant for 
JBs to do some not for-profit internship and I was interested in it but no 
one explained to me. I wish there was an office that would have helped 
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me with what to do and that would have really helped me during the 
summer. 
Angi said her experience with academic resources has been positive and negative, but 
Five College resources are not well advertised. She said, "If I hadn't taken classes at 
UMass and Mount Holyoke I would have never heard about some of the internships that I 
have applied to, just by going to the department and knowing what is offered.” Unlike 
the rest of the students, Ian is discouraged with the college equipment. He asserts, "you 
are charged $40k a year, you should have the best stuff and it is not like that. The 
I 
equipment is divided by division, so the Division Ills get the best equipment." Similar to 
Ian, Hope, who worked in video, responded, 
In tenns of video, I feel like we lack a lot of that stuff. My first year I was I 
trying to take a photography class, and there were no cameras available. 
The equipment was not accessible, and I did not have the resources and j 
had to drop the class. When it comes to visual and digital media, the ; 
school is much more accessible for that and the resources are there. When ft 
it came to research the five colleges made it easy. 
Similarly, Joe compared our academic resources with those of the other Colleges and 
said, "The resources are so much better at other schools. Amherst College has a big 
library and so does Smith. Yet, Hampshire has a lot of helpful librarians and the media 
labs and media services have been really helpful." 
Unlike the Baldwin Scholars, the alums were well aware of the academic support 
available to them. This awareness is partly attributed to the amount of time they have 
been at the College. 
Alum Experience with Advising. Academic advising is an essential part of a 
student's academic career at Hampshire. After Division I, students need to form faculty 
committees for their Division II and III. The committee chair officially becomes the 
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student's advisor. Unlike the new Baldwin students, many of the alums have used the 
advising office support and discuss in more detail the support provided by their faculty 
advisors. The experience with advising for these students ranged from using the advising 
office, talking to the program advisor, their advisor or a combination of all of the above. 
Dani says "the advising office is great but my thing is that I get a lot of incompletes....the 
advising office has helped me a lot." Tina notes that her advisor "treats [her] like any 
other student because when I am taking 3 courses she asks why I am not taking 4. I 
haven't been to CASA to talk to them." Ari said, "there have been slight confusion for 
when I needed to register, or the director needed to check my academic records and hasn't 
been able to because there has been a little bit of confusion between who is my advisor 
and who is not my advisor." Angi made reference to the lack of diversity. She said ".. .it 
would have been nice to have someone that I could relate to, but I know that's not 
possible here at Hampshire in the sciences, especially for pre-med students." Cai 
responded, "I think a lot of the academic advising has to do with how much you think 
you need, and sometimes you may not think you need, but you do." Ian referring again to 
the advising center, "Yeah, those people put me on academic probation because I did not 
get support then with the disability coordinators. For me, academic advising and support, 
I have not seen, when I would meet with them they would be like here is your contract...I 
needed help with my disability and did not get it. I couldn't get one person to help me." 
Unlike Ian and Bea, who have had negative experiences with the advising office. Dana 
reported that her experience with advising has been positive. "I have used the support 
sendees. My advisor now is the dean of advising. It works out perfectly. I feel like I 
could not have had a better person on my committee." Vic reported being supported by 
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the advising office. "Miss has helped me out...She has made sure I kinda do what I am 
supposed to be doing." Hope's experience with academic advising has been a happy one. 
I think I really picked good advisors, who have been here long enough to 
understand the system, they know what they are doing because they have 
been here for so long. They advised me on choices on classes, and they 
directed me well. They know my skills and weaknesses, and they directed 
me to classes that would challenge me and that would help my 
weaknesses. 
Tami's response was "the only helpful person for me was Sue Darlington." Joe notes, "I 
had to go there so much because I had problems academically and they put me on 
contracts. I feel like they were fair and feel like a lot of them felt like I was being pushed 
and shoved unnecessarily. A lot of the contracts I breezed right through them because I'm 
a hard worker." 
In general students were satisfied with the overall advising they had received at 
Hampshire College particularly the assistance they received from using the Advising 
Office. 
Alum Experience with Coursework. With regard to the curriculum, the Division 
I, II and III students discussed how the courses challenged them, how some of the courses 
opened up opportunities for them, and the limits of selectivity and availability of courses 
at Hampshire. One student also articulated how he categorized his courses into three 
levels. Tina "enjoyed all [her] classes - my tutorial and my writing class...I had no idea 
about dancing and my tutorial was about dancing and I found out about all these people I 
didn't know about." Ada says the courses "are not hard but my problem with the courses 
is that I am not used to reading a lot. I also didn’t have a computer in my room so I had 
to go to the library and type my papers. But the classes in general were pretty good and I 
liked the subjects in most of them." Ada "really loved the writing course because there 
were other Baldwins there which made me feel comfortable...[the professor] helped me 
out a lot with my writing and taught me to be a better writer." As for the Intro to Writing 
course Ian said the professor "has always been there to help me, no matter what I came in 
with, if I came in with two pages or five pages, he was always able to articulate to me in a 
way to say what I need to do. He has always been able to guide me with my writing, and 
with my Hampshire career and life." Cai's experience with Hampshire courses has been 
difficult. "Writing has been a big issue, and I think, like, drawing the lines between the 
political life, because there are so interrelated at times." Tami's experience with courses 
has been "ups and downs...Overall I have had a hard time because I am not an academic 
person. I lack a lot of background in terms of academics.. .overall it is a lot of personal 
things getting in the way, and it is taking me quite a long time to complete the process." 
Nala's first-year experience was similar to the high school she attended. Nala said, 
Intro to Writing was no problem for me. I loved being in class and no 
problem meeting with professors about my papers and it is a lot of 
reading. The writing was hard and it was frustrating at times. I felt like I 
had to work extra hard because I would have to meet with my professor 
and do a rough draft then take it to the writing center. 
Mina, on the other hand, had the opposite experience. She said, 
The only problem I had with my required courses is my tutorial class .. .1 
tell them [prospective students] to be careful to pick tutorials that pertain 
to what they are interested in. That was my only problem. I have no 
problems taking courses within the five schools. It helped me because I 
didn't know what Cognitive Science is. 
The selection of Lou's courses opened opportunities for him. He described how he 
became interested in a subject area after taking a course. He said, "second semester was 
a big one because I took a course in philosophy...and I loved it...This is a very important 
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part of my Hampshire career and this created a foundation of the rest of my work at 
Hampshire." 
Although the selection of courses for some created opportunities, for others it 
proved to be frustrating for several reasons - topic and availability. Angi has had a 
positive experience with courses but, has had difficulty taking courses at Hampshire to 
count towards medical school. She responded, 
I am doing pre-med, but I feel Hampshire is not a school for pre-med 
students because you need grades for med school and you need to take the 
MCATs and I do not feel Hampshire prepares you well to take the 
MCATs so I think that is the negative side. But overall I really like the 
courses that I have taken and I love the fact that I can take courses at the 
other schools. 
Similar to Angi, Bea said, "I'm taking more courses in the five colleges. Hampshire 
courses keep repeating themselves and IA only has like two classes. I love taking 
Hampshire classes when I can take them like writing classes. I really like Hampshire 
classes but feel that they are so limiting." Dana also noted, "I felt like the five colleges 
did a better job in a sense with courses, and right now I am only taking one Hampshire 
course, because I feel like a lot of the courses here, like the SS courses have been really 
watered down and are 100-level courses. I feel like I like the five colleges because they 
are very specific..." Hope responded to the course registration and expressed frustration. 
She summarizes, "Overall, my first year I personally hated the first year program, 
because they wouldn't let first years get into video classes. Then I got back from leave, 
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there were first years in the video classes and I was really angry. But for the most part, I 
really loved the courses.” Sami, on the other hand, replied, 
I wish I didn't have to take all those classes, those 8 classes. All of this 
class work, I don't think was beneficial for me. Maybe I didn't choose the 
right classes or figure out what I wanted to do in time, but I feel like if 
there was a more independent structure. 
Ari described his courses at Hampshire in three levels. Shine, next-level and waste-of- 
time classes. 
Next-level classes are classes that take you from one place in your 
academic career and push you to the next level. They are classes like Intro 
to Writing.. .Then you have shine classes. I call them shine classes 
because you speak more in these classes, because you already have some 
background that other kids don't...they allow me to take my own 
experience and put it into context and use the work, so it is a chance for 
me to shine in class and to speak with authority in class. Then you have 
classes that are just a complete waste of my time, like the Psychology of 
Leadership...I could find no application for that into my experience in the 
real world. 
Even though each student's concentration is individualized they need to present a 
portfolio that includes completed coursework to advance to the next division. Therefore 
completion of courses is an important part of their divisional process. Completing 
courses satisfactorily determines your academic standing at the College and allows you to 
move through the divisional system. The results of course completion resulted in mixed 
experiences - both positive and negative. Although completion of the Program is 
measured by adequate successful completion of courses, movement throughout the 
divisional process is approved by a committee. Dani's experience with completing 
courses has been "half and half. It depends. Most of my incompletes are because of the 
writing." Ada only finished one course her first semester - the writing course. Lou 
states, "the classes I think I am going to end up doing poorly I end up doing well. My 
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problem is the learning objectives/leaming goals and the quantitative ones. I haven't had 
any that involve numbers.” Ari said, "I think at this moment, there are only two courses I 
haven't completed.” One of which was an OPRA course. "Other than that, all my 
courses have been completed satisfactorily." Angi noted struggling with math and most 
of the sciences is math. She says, 
I took one [math class] I think it was last fall, and I couldn't handle it 
because I wasn't doing well on the tests and we do not have tests here. I 
was taking Calculus course at UMass and I did well on the homework so 
when it came to testing, which is like more than 50% of your grade, I was 
practically flunking the course, so I just gave up and withdrew from the 
course. 
Cai's experience with completing courses has not been great. "I finish them late, which I 
used to feel really bad about, but then, half the school finishes late.” Hope responded, 
there are only two classes that I had really bad evaluations. One was the first year and 
the other was the last year. Tami's experience has been poor. She says, "Actually for me 
and partially because again a lot of the personal things have come up a lot." Joe added, 
the classes I had problems with have been courses where I felt that the professors had 
presumptions on who I was and didn't open themselves to me. Sami, noted that her third 
year was great. She said, 
every other year I had been going through the motions and doing what I 
had to do, even after I chose my concentration.. .My second semester my 
first year was hard, I had personal problems and there was no room for it, 
and a lot of classes that I really didn't like the class and I just didn't finish 
the class. 
The Baldwin alums discussed their perceptions and satisfaction with courses. 
Many students discussed how the courses challenged them, while others talked about 
how the courses helped them seek different areas of study. They also reported the limits 
of course selectivity and availability of courses at Hampshire and their overall progress of 
completing courses. 
Alum Experience with Academic Requirement. The divisional process at 
Hampshire College is part of a non traditional curriculum. Unlike the new Baldwin 
students who have not had much experience with the divisional process, some of the 
alums described the divisional process as confusing and difficult to navigate, while others 
spoke about negotiating committees. Dani said, " I am ready to get out of Division I. I 
still don't understand it and they expect you to find the information on your own. Last 
year I was lost and I think so many people expect you to know what they are talking 
about and that is why I think that a lot of people don't make it academically." Similar to 
Dani, Tina believes "there should be someone here to tell us what to do for pre-med or 
nursing. I don't know what courses to take and have in my Division II portfolio." Jule 
comments that "the divisional process is very confusing to me. I am learning more as I 
go and of course there are people like faculty and staff that will explain things to you." 
Lou added, "That's the best way you figure out the Division I program by talking to other 
students and figuring out how hard it's going to be." 
Mina learned about the divisional process through her work-study job. Her 
response was "I got kind of a background because I work in Admissions and I am not 
sure how much I would know about the divisional process if I didn't work there." Angi, a 
science student, said her experience with the academic program has been pretty good. 
While she reported the Division I process went well. Division II "has been a little rough." 
The reason is because of all the requirements that go into a Division II portfolio, such as 
community service. Cai was not sure about the divisional process and is trying to still 
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figure it out. He responded, "I am not sure about Division I. I am still trying to figure 
out if it was helpful or not. I think I will decide more once I get to Division III... Division 
II, I like it for what it is supposed to do, though I am not sure that I have done all that I 
was supposed to do." Bea had difficulty getting committee members for her Divisioin II. 
She said, "going from Division I to Division II was a mess because it was hard getting 
faculty to be on my committee. That process was horrible because the people that I 
wanted to get on my committee couldn't be on my committee." Dana also was confused 
by the program. 
When I first came here I didn't understand the division program and I 
thought I was division zero when I first got here, because how can you be 
Division III in your fourth year? I didn't understand.. .She [tutorial 
advisor] was supportive and helped me try to find classes that would fit 
me better as an individual and put me in the right direction moving into 
Division II. 
Hope, who was part of the old divisional system, describes the process as follows: "I 
liked the projects. It prepares you for Division II.. .but with Division II, I was like oh my 
God I have so much work to do.. .It gave me a good set-up for Division III." Sami 
addressed the writing and reflection process of the divisional system. She said, 
I was dreading writing those big things, analyzing your work, making 
portfolios etc. It was a drag, and I dragged it out. And then I sat down 
wrote it, I thought it was great and I felt really good about it. I feel like if 
I had to advise a student about it, I would say just sit down and do it, get it 
out.. .Talk about what you got out of the school, break it down that way 
and it can be really easy. 
The alums, for the most part, described the divisional progress as confusing, 
difficult to navigate and challenging to negotiate committees. 
Social Integration: Counseling, Peer Friendship, Student Group 
Involvement, Campus Community 
Personal counseling is part of the social support network and it is an experience 
that some students have utilized on campus. In addition, forming relationships and 
participation in student organizations and community service are ways of developing 
relationships that will help students create a social balance and lead them to satisfaction 
which helps with persistence. This section refers to the counseling students have 
experienced, and relationships students have developed at Hampshire College. These 
relationships include peer friendship, belonging to student groups and involvement with 
the Hampshire community. 
Alum Experience with Counseling. Counseling can be formal and informal and is 
usually a component of early intervention programs. Students in the Baldwin Program 
are referred to formal counseling by the director. After a year, students become more 
aware of the various forms of counseling available at Hampshire. Some students choose 
professional counseling, while others continue to deal with problems on their own. 
Dani said, "I also spent a lot of time with psychologist who is in mental health. I 
recommend all the JBs to her and there are not a lot of people that I like." Jule noted that 
the program advisor is the only person she has discussed personal issues. However, "just 
last spring I started to see one of the therapists in health services. There were all these 
things contributing to my emotional state and I decided to utilize the resources." Ada 
started personal counseling fall 2005 semester. "I just had two sessions and it was weird. 
I think about all the stuff 1 don't want to think about when I am in counseling. I guess it's 
going to help." When Dana lost her mom she was referred to health services, 
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but I didn't like the idea of going to see a shrink or somebody because 
where, I am from, that is always looked at as a bad thing like you are 
crazy. But I knew I had to talk out my issues about being at school, 
dealing with culture shock and then losing my mom, because that was all 
still very fresh. But I feel like I did a really good job at having really good 
friends on campus, so it was easy, and I feel like I did a really good job of 
getting through it and not keeping things inside. 
Lou, on the other hand, noted "I'm not a fan of personal counseling. I have my 
own ways of dealing with personal problems. I would rather talk to one or two people 
rather than talk to a perfect stranger." Mina speaks to the writing instructor. She sees 
him as her counselor and "he will always ask me how I am doing and he cares and really 
means it." Angi feels that dealing with personal conflict has been difficult because "I 
think there is no one I can really go and just like, if something happens I can just run to 
them, other than just a friend." In terms of personal counseling, Cai reported that "last 
semester I had a pretty rough semester because someone passed away that I knew pretty 
well and faculty were really understanding of that. So I didn't have to go to someone in 
particular." Bea feels "she has no time so I just get myself together and just move on. I 
say what does talking to someone do for me when I could just get things together and 
move on." Ian claims that personal counseling has not been helpful. "It was a lot better 
with Shirley. She was like a therapist. Actually I went to Shirley's house, and I talked 
about everything, my whole Hampshire life. That is how I knew she really cared." 
Nala said, "I guess my advisor because like I said she has known me since my first year. 
The [director] too, but my advisor has been really supportive, has been really helpful and 
she has a psychology background; being able to have people that you can go to and hear 
Joe also added, "The Baldwin alums have always been a powerhouse at keeping 
me at Hampshire and standing up for myself and not letting people put me down." 
Unlike the Baldwin Scholars, who often relied on their friends, the alums made 
use of the counseling services on campus. Many sought professional services while other 
relied on the Program director for advice and help. 
Alum Experience with Peer Friendship. Aside from interacting with students 
from courses, the experience of making friends has been both mixed for the Baldwin 
alums. Dani responded, "people like me but I get disappointed in people too easily and I 
don't like people who do stupid things to be cool." Jule considers herself a "social 
butterfly.. .1 have met so many people here and I feel like I have met most of the student 
body. Sometimes I think I am a little too social and I get emotionally involved with 
people. I have a good group of friends." Ada says "my first friends were the Baldwins 
and then we started branching out. The students of color made it very welcoming. I felt 
more at ease like I was back home." Lou's reply was "I memorize a lot of faces and you 
make good friends here. I met a lot of people here that I know I will know for a long 
time." Dana's experience making friends has been a positive one. She attributes this to 
the ALANA overnight. "It was just so nice to be here and not know anybody. And the 
reason why I say that, nobody knows you, so you have a clean slate. No one is here to 
judge you and say Dana was like this in high school, blah, blah...I have had a good 
experience in making friends." Hope has had no problems making friends. She says, 
I am a very social person. My first semester was really hard because I was 
trying to figure out where I belonged and where I fit in, and I wasn't really 
sure how I was supposed to fit into the Hampshire community. But once I 
started getting involved with the student organizations and groups, I was 
able to see myself as having a role in the Hampshire community. 
uJ, 
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Sami's response to making friends was "Pail of friendships is knowing who you are, what 
you want from people, what you are willing to do...." 
Ari, on the other hand, has had difficulty making friends. He says, "I am a hard 
pill to deal with, because I have a lot of ideas and a lot of energy and I just stand out.. .1 
live in this theatrical world, I walk around in my own world, and it is really hard to make 
friends. Really close friends." Tina said, "my friends tell me I have no friends. I am not 
really social. It's hard for me to go and make friends." Angi said, "making friends has 
been rough.. .because you always have people who are one time your friend and the next 
time they are not, and I think that's just the part of friendship.. .1 have a few good friends, 
like good friends, not just acquaintances." Cai says, "making friends as like intimate 
friends, to say like ‘man, I am broke, can I borrow a couple of dollars’ it is difficult 
because they do not come from the same place. As much as I want to convince myself 
that it is because they do not come from the same place, a lot of it is true... So it has been 
a little difficult." Vic claims he is not part of any student groups and in terms of making 
friends he says "I do not have friends. I know everyone on campus, but I try to view 
everyone the same and talk to everyone with a straight face. I do not hold anyone with 
any more regards than the next." 
Making friends is an important part of a student's social life in College. Some of 
the Baldwin alums found it easy to socialize with other students, while it was difficult for 
others to develop peer relationships. 
Alum Experience with Student Group Involvement. Similar to the new students 
many were involved in groups associated with the Cultural Center, for example, 
SOURCe and Raices, Sisters, Women of Color and others started new groups such as the 
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Queer Students of Color. Some students started their own student groups. For example, 
Ari started the Queer Students of Color, while Mina said that in her second semester of 
Division I and first semester Division II she was in a club called the JNB group; however, 
the group broke up. Mina said, "it was good while it lasted and I think more students 
should take advantage of forming a group. Mina also joined the James Baldwin Scholars 
group "because it was more of a friend's thing and to have people of color come together 
since sometimes I see that some of the students of color tend to separate." Cai started a 
couple of groups one being the JB scholars group with another student. He said, "Now I 
do a lot more of the organizing of the students who do the organizing. You know student 
groups come to me and ask me how to get this done, and I tell them to do this and that. I 
am part of the support structure, which is significantly lacking." Bea was also a signer 
for the JB group and she also started her own group called Gimme a Beat (GAB). She 
started it her spring semester of her first year." Angi notes that, "It is nice to get together 
and just talk, not just about academics, but about what is going on in general around here, 
or in life, or anything." Ian has had difficulty, "especially with the students of color. It is 
like, we come from so many different backgrounds, and naturally we have different 
opinions, and I feel like my understanding is that other people need to be more open 
minded to their reactions or ways of dealing with things." 
Tami, like some others, expressed frustration with students groups. She said she 
"participated in student groups, and it doesn't help. People are so wrapped up in the 
political aspect, and I am like okay, relax chill. You do not need to think about why you 
are chilling, it is just okay to chill." Dani added, "[student groups] have not really 
sparked my interest. Most of the time people just talk and gossip and stuff and 1 can't 
deal with it which is why I don’t really participate." Similarly, lan has had difficulty, 
"especially with students of color. It is like, we come from so many different 
backgrounds and naturally we have different opinions, and I feel like my understanding is 
that other people need to be more open minded to their reactions or ways of dealing with 
things." 
Many of the Baldwin alums reported being active participants in student groups 
and organizations, and others formed their own. A small number of students, however, 
expressed frustration and the reluctance to participate because of the political nature 
involved. 
Alum Experience with the Campus Community. The Baldwin alums' experience 
with the Hampshire Community varied among the students. While some felt satisfied 
with the community, others were very strong about their dissatisfaction. Jule has learned 
that 
Hampshire has a really good sense of humor about itself. The whole 
bubbly analogy or metaphor is so true and a lot of us tend to stay here in 
our safe little space where everyone is presumably liberal. I found it to be 
quite positive and also challenging in terms of identity. I think there is a 
lot of pressure to identify as one thing or another.. .1 think the Hampshire 
community as a whole is an amazing group - very different experience 
from where I come from. 
Lou added, "You come to this environment where you are always put down 
academically, and you come to Hampshire and it's totally a different state of mind- the 
Hampshire state of mind." Cai feels "like I am much more a part of this world than I 
used to be." As a student trustee he gets to meet with trustees, "and they treat you like a 
trustee." Cai also said that "being part of council helped me enter different circles that I 
would never in a public role, I had an understanding of different sources of things that 
other students had." Dana added, 
all-in-all the Hampshire community is a really good place, even though 
there are a lot people here who do not have much substance. I feel like 
Hampshire has been the place that I have found a lot of my sincere friends, 
people that have been there for me and rooting me on, and haven't been 
jealous of me. I feel like I can move forward with a lot of people here, 
because we are all going in similar directions and headed into really 
positive directions. 
Other students had a different experience with the community at large. Dani said, 
"I didn't know that there were a lot of racist people in this world. I think everyone has a 
right to their own opinion and anywhere you go there are going to be problems." Ari's 
description of the Hampshire community involves an incident at a community dance 
where there was a song played that was offensive to gay men. He had warned the group 
ahead of time not to play the song but it was played regardless. This incident he says, 
"put me in a very odd spot on campus, where no people of color would speak to me. But 
it was worth it because the song has never been played since, as my understanding, on 
campus." Hope added, 
there are two different Hampshire communities. There is the general one 
that everyone sees, and then there is the subcultures, where they see the 
classism, and how some students are up here socially, like class, and like 
working class, and privilege, and then the other students that are here, and 
I feel like there is much more a classism thing going on than racism 
...There are two worlds going on, and the two environments come 
clashing. 
Similar to Hope, Tami's answer was "Oh God, What community?...1 think overall it has 
been pretty bad. I have tried to outreach my first couple of years at Hampshire, tried to 
be out there really hard, but it is just too hard, there really is not a lot of support. I feel so 
left out." Joe feels like he 'has been on a rollercoaster. It has been fun and a learning 
experience and it has made me discover that there are really shitty people in the world 
and they don't know it...The most I have learned as a Baldwin is to be humble. 
Sometimes you just have to walk away." 
While many students indicated making friends, the majority reported making 
friends with other Baldwin alums and students of color. Students were active in 
participating in student organizations and many indicated beginning their own groups. 
Lastly, the student's sense of community was mixed. Some students were satisfied, while 
others were dissatisfied. 
Academic Collaboration 
Interaction and collaboration with students from their courses is an important part 
of a student's academic experience. The interaction with students from their courses 
yielded both positive and negative responses, with some students pointing out the 
competitiveness among students in particular courses. Dani commented that she spoke to 
a lot of students from her classes, but "there are few people that I allow in my circle." 
Jule is the opposite of Dani and Tina. Jule claims she definitely made friends in her 
courses. She says that "being a JB [she] had the opportunity to interact with other people 
who had similar socioeconomic backgrounds and it helped that some of the people in 
[her] tutorials were in [her] orientation." Ada found it difficult to interact with students 
from her courses. She said that "where she is from there were only Latinos and African 
Americans. In my Litorial I was the only Latina and I didn't talk much because they 
sounded like they knew what they were talking about." Lou had a different perspective. 
He said, "the tutorial was great because you get to learn so much about other people. 
They serve as great resources and its easier to talk about classes." As for making friends 
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Bea "has made a lot of friends here but not from my classes because most of my friends 
are people of color and I have been friends with them since my first year. "Mina says, 
I feel like the people that I met - my tutorial I can't remember. But other 
courses in general, I felt like they acknowledged my presence outside of 
class.. .A lot of my friends are in the courses that I took before. If I can’t 
speak with my friends about the course material, then how am I going to 
speak in class? I have to get over it. 
Dana, on the other hand, said, "Most of them have become, I wanna say, I hope to be life¬ 
long friends. Vic responded, 
I am more of a working alone type of person, which is why I have so 
much work to do. I am now working with two people, one of them is not 
going to pass the class. I am trying to work with her. And then another 
girl that I work with, we both cannot sit down and do the work. But with 
me there, my main concern is to make sure she does the work that is why I 
sit down and talk to her and make sure she does the work. 
Bea said, "At Hampshire I don't know why I don't really get cool with the people in my 
class.. .people at Hampshire don't talk to you outside of classes. It's weird." Tami feels 
she is different than most people because, 
I am someone who generally acts older, or I feel a lot older than most of 
my peers, and I do not really connect with them. It is hard for me when 
they are immature... Some of them have come up to me for help, but for 
the most part it is hard for me to connect with my peers. 
Hope answered this question with her video courses in mind. She said, 
I have not made many friends in video classes. I know why. Because 
when I criticize their work, I do not want to bullshit. If I didn't understand 
something I am going to tell them. If I feel like they didn't have a story, I 
usually will tell them. I will take notes, so I don't embarrass them in class, 
because of this they think I am a snob.. .But because of that I have not 
made very many friends in my video classes, other than one girl and she is 
from UMass. With SS classes I have been able to talk to people outside of 
class and carry on the discussion...Most SS students are completely 
different people than video. People who do SS classes are far more aware 
of their environment, all the -isms etc. It is give and take. 
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Academic collaboration with students outside the student of color or Baldwin 
circle was difficult for most of the Baldwin alums. They reported having difficulty 
making friends with students from their courses and with student who were not of color. 
This challenge affects the way that they feel about the Hampshire community. 
Persistence of Baldwin Alums 
Out of the 18 Baldwin alums three of the students have since graduated, one was 
academically withdrawn fall 2006 and was readmitted spring 2007, and 14 have 
continued on to their next academic year. The one student who was academically 
withdrawn had been having difficulties academically and has not felt socially integrated, 
however, she was readmitted spring 2007 and is now on track to graduate May 2007. In 
the case of the student who was withdrawn the entry characteristics could have been an 
indicator of persistence. The family income reported was below level, their parent's 
educational attainment was less than high school and the student did not graduate from 
high school, but received a GED. A more detailed analysis of the Baldwin alums is 
found in Chapter 5 where I provide more information in the form of tables and analysis. 
Conclusion 
This chapter focused on the findings from the individual interviews with the 
James Baldwin Scholars, alums and faculty and staff. The themes that arose from the 
student experiences were the opportunity granted through Baldwin Program, the support 
they received academically, most notably from the Writing Center and advisors, the 
encouragement and help from faculty and their involvement with co-curricular groups or 
programs. In addition the students in general noted having difficulties integrating 
socially with students from courses as well as students that are different from them. The 
Program faculty and staff themes that are of significance to a student's persistence were 
their differences of opinions of priorities and criteria for success. These differences of 
opinions can be interpreted by the students in ways that make it confusing for the student 
to understand this non-traditional system. 
This next chapter provides an analysis of the data collected outlining the possible 
factors that lead a student to persist. Followed by the implications for policy, practice 
and research, and concluding remarks. 
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CHAPTER 5 
ANALYSIS AND CONCLUSION 
Introduction 
The purpose of this study was to assess the James Baldwin Scholars Program, a 
one-year transitional program and to examine the impact the Program had on student's 
satisfaction and persistence. The results of this study indicate that students' expectations 
and experiences were varied, but that the connections between the academic and social 
were more seamless than originally expected. While the initial conceptual model served 
as a good starting point for data collection, the findings suggested a revision of the model 
that illustrated a more seamless interaction with clear overlaps among the programmatic, 
academic and social expectations and experiences. 
The James Baldwin Scholar Success Model describes the Scholar's transitional 
year - Baldwin expectations and Baldwin experience. Year 2 and beyond includes those 
Scholars who complete the program and matriculate at Hampshire; at which point the 
James Baldwin Scholar becomes a Baldwin alum and a Hampshire student - identified as 
the Baldwin alum experience in this model. The new model captures the dynamic 
interactions between the academic and social factors that most impact persistence of 
James Baldwin Scholars at Hampshire College. These models are combined into what 
has been labeled the James Baldwin Scholar Success Model. 
The models used for the Baldwin Scholars and the Baldwin alums experience 
were separated in Chapter 4 to clearly illustrate the trajectory of the student's time at 
Hampshire during their first-year and then for years 2 and beyond. Figure 5-1 below 
combines the model used for the James Baldwin Scholars students' transitional year with 
the Baldwin alum experience to create a linear representation of the student’s experience 
at Hampshire. The model begins with the entry characteristics, followed by the Baldwin 
Scholar's expectations prior to the start of their academic year and then the student's 
experiences followed by the Baldwin alum experience and finally persistence. 
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Figure 5-1: Model of James Baldwin Scholar Student Success 
The previous chapter provided the results and findings of the student's 
expectations and experiences. This chapter provides a detailed analysis of the student 
interviews that includes a summary chart to help determine possible patterns of student 
persistence of the Baldwin Scholars and alums journey at Hampshire College. This 
section is then followed by the implications of the study which includes practice, general 
policy and future research recommendations, and the conclusion. 
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Describing the James Baldwin Student Joumev 
The previous chapter focused on the empirical findings and themes that surfaced 
from the James Baldwin Scholars and alum interviews. This section describes the 
Baldwin journey (as shown in Table 5-1) by providing an explanatory look at how the 
themes discussed by the students relate to persistence, and by comparing and contrasting 
the Baldwin Scholars expectation and experiences noting the bridges and banners they 
encountered their first year. 
The themes that are used in the table below are linked to the model developed in 
Figure 5-1 as it represents the journey of the Baldwin Scholars throughout their years at 
Hampshire College. The major themes include academic integration, social integration 
and programmatic support and include the interaction of each as a part of the seamless 
way in which students reported experiencing each of the major themes. More 
specifically, these themes are further categorized and used in Table 5-1 as follows: 
• Programmatic Support-mission of the Program, financial aid, admissions, 
requirements, appreciative of support and overall satisfaction with Program; 
• Academic Adaptation/Integration - faculty support, academic support, and 
advising, academic requirements, academic challenge and coursework; 
• Social Transition/Integration - counseling, peer friendship, student group 
involvement and campus community; 
• Academic Collaboration - making friends with students from courses. 
While this chart aligns the themes into neat categories, it is important to note that 
student's experiences cannot be so easily divided into discrete categories. So there is a 
need to be cautious about assuming that this simplified representation provides a 
completely accurate description of the student's perceived experience. Furthermore, the 
assessments about the experiences are heuristic rather than definitive. They are meant to 
serve as a means of exploring the relationships among expectations, experiences and 
persistence. This explorative assessment is based on qualitative judgments of the 
experience (defined as "positive," "negative," or "mixed") that are general indicators 
drawn from narrative data, but not strict empirically generated final assessments of such 
experiences. These data pertain to the students who persisted and makes no reference to 
those students who were asked not to come back for their second year. 
The coding I used in the Table 5-1 was "P" for positive experience, "M" for 
mixed experience and "N" for negative experience. "P" is defined as having an overall 
positive experience, for example, Juan indicated that the Hampshire courses are "really 
good and challenging and they are all ones that are something that I think I would be 
interested in and would have a good time and enjoy." Therefore in the Satisfaction with 
Courses this was marked with a "P." A mixed experienced is defined as "M" and it is used 
when the student is having a balance of both positive and negative experiences. For 
example, "Chris had a negative experience with his faculty advisor who he just 
hates...Other than that though it has been fine...they [faculty] are really nice people 
willing to help you." Therefore, Chris' experience with support from faculty is marked 
with an "M." A negative experience defined as "N" is when a student is having an overall 
negative experience. For example, Tami's answer was "Oh, God What Community?... I 
think overall it has been pretty bad..." In this case an "N" was placed for Tami under 
organizational/community involvement. This section provides an analysis on what 
appears to be indicators for success - matriculation or graduation. Table 5-1 provides a 
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summary of the relationship between the sources of influence (e.g., academic integration 
etc.) and the extent to which student's report having positive, negative or mixed 
experiences in each of these areas. 
Table 5-1: James Baldwin Student Journey - Progressing Towards Graduation 
James Baldwin Experience Journey-Progressing Towards Graduation* 
Divisional 
.Status 
Person Status Academic Adapiatin Integration Programmatic Support 
Social 
Transitionlntegration 
e 
.2 a 
a 
Lou 
E'aXU 
Alia 
Tina 
Me 
Matnc 
Mat id: 
Mat tic 
Mato: 
Mato: 
P 
P 
P 
P 
P 
P 
P 
P 
P 
P 
M 
M 
H 
M 
M 
P 
M 
P 
P 
P 
P 
F 
P 
P 
P 
P 
P 
P 
P 
M 
M 
M 
M 
M 
M 
M 
N 
P 
P 
P 
M 
P 
P 
P 
P 
P 
M 
P 
P 
P 
P 
P 
P 
P 
P 
ii 
a 
An 
Vic 
Ian 
Ann 
Cai 
Mina 
Eea 
Dana 
Mat nc 
Mato: 
Matnc 
Matnc 
Mato: 
Matnc 
Matnc 
Mato: 
M 
P 
N 
M 
P 
P 
N 
P 
P 
P 
P 
P 
P 
M 
P 
M 
P 
M 
M 
M 
M 
M 
M 
M 
P 
P 
H 
M 
P 
M 
H 
P 
P 
P 
P 
P 
P 
P 
P 
M 
P 
P 
P 
M 
M 
M 
P 
P 
M 
M 
M 
M 
M 
M 
N 
M 
P 
P 
P 
P 
P 
P 
M 
M 
P 
N 
N 
P 
P 
P 
N 
P 
P 
P 
P 
P 
P 
P 
P 
P 
P 
P 
M 
P 
P 
P 
P 
P 
P 
P 
P 
P 
P 
P 
P 
P 
c 
.2 U (3 
Joe Grad P 
Kala Grad P 
Hope Grad P 
L> ami Matnc P 
Tami Withdrawn F06/Matnc 308 P 
P 
P 
P 
P 
M 
P 
P 
M 
Ivl 
M 
M 
P 
P 
M 
H 
P 
P 
M 
P 
M 
M 
M 
P 
M 
P 
P 
P 
M 
M 
P 
P 
P 
P 
M 
P 
N 
P 
M 
P 
? 
P 
P 
P 
P 
M 
P 
P 
P 
P 
H 
P 
P 
P 
P 
P 
F=Fositive 
N=Negatve 
M=Mixed 
♦The sample size is too small to make geiieialnations. 
As I noted in Chapter 4, four of the six Baldwin students returned for their second 
year. Academically, out of the four who did return, two of the students had less difficulty 
adjusting, while two struggled during the year but were able to make adequate progress to 
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matriculate. Two students did not return one for disciplinary reasons (Em), the other for 
academic (Chris). The student that was withdrawn for disciplinary reasons reported 
developing positive relationships with her faculty and enjoyed her courses; however, she 
stated that she did not belong to any student organization. 
Out of the four students who did make it, Juan and Pedro reported having had a 
positive year academically, socially and programmatically. Pedro expressed not being 
adequately challenged his first year; however he remedied that by increasing his course 
load the following semester. Juan expressed disappointment with the lower expectations 
set by the Program. He notes that one of the letters sent home prior to attending 
Hampshire said "we don't expect your first year to be a stellar year." Refer to page 214 
for an example. Overall Juan and Pedro had positive experiences, but reported mixed 
experiences with the program requirements. 
The two students that returned but struggled, in general had a positive experience 
academically while at the same time noted being challenged in their courses. Rob notes 
that his courses, "can be tough and arduous, but they are good." Yago on the other hand, 
comments that "Division I helped me improve academically and personally. I think 
taking different classes, at first, I wasn't too pleased with having to take these classes that 
didn't pertain to what 1 really wanted to do, but at the end of the day I think they were 
really good." 
Socially, Rob and Yago both had mixed experiences. Yago belonged to student 
organizations while Rob didn’t. Making friends was also an indicator for them. They 
were both overly cautious about making friends and had difficulties identifying with the 
community. Yago thought that making friends was his downfall. He said, "I really 
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wanted to be friends with everyone. But someone made me see that, and at this point I 
really don't care to make friends. I know who my true friends are." Rob reported he was 
not involved with many student groups. They also indicated having some personal issues 
whether they were emotional or family-oriented. These examples complement the 
research about how a balance between academic and social integration play a role in 
student attrition (Bean & Eaton, 2001; Bean, 1990; Berger & Milem, 1999; Lang, 2002; 
Nora, 2002; Tinto, 2000). 
While Em noted she was making friends, she was not participating in student 
groups and expressed having mixed experiences completing course work and using 
academic resources. Em said she "feels like I know [about academic resources] but don't 
take advantage of them all. The only thing I use a lot is the computer." This example 
* 
reveals Em's limited knowledge regarding academic resources at Hampshire College. 
« 
She claimed wanting to be part of UMOJA, a student organization, but claimed she could 
! 
not do it because of the amount of work she had for her courses. 
I 
The second student who did not return for the second year, Chris, on the other 
m 
m 
hand, was having difficulty academically as well as socially. Chris reported being 
n 
knowledgeable about the academic resources on campus, having a negative faculty 
"i 
relationship, and did not complete a sufficient amount of work. Chris began the school 
year having a negative experience with his faculty advisor. Chris, said, "My advisor, I 
dropped him, because we just had personal issues." He also reported there was more help 
in the first semester than in the second semester and noted, "I am not the best in school 
because he has just come out of work. I am not used to the writing that is here. I am 
behind on a lot of things. I want to catch up..." In relation to trying to catch up, he also 
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noted completing only half of the courses he had been enrolled. Again, while he made 
friends, he did not participate in student organizations and had emotional and family 
issues. 
It is interesting to note that both of the students who did not persist were having 
difficulty in the divisional progress/completing courses, satisfaction with academic 
resources, understanding program requirements and organizational/community 
involvement. Both students experienced academic difficulty, but what is more significant 
was their involvement with social relationships. While they reported making friends with 
students outside the Baldwin cohort, they were not part of any student organizations. The 
two students who persisted but struggled were involved in student organizations, and 
conversely, the two students who did not persist were not involved in student 
organizations. These two students were unable to balance the academic life with the 
social life, an imbalance that negatively influenced their matriculation for a second year. 
The majority of Baldwin alums had positive experiences, yet there was some 
variability. Out of the 18 students interviewed, three of the students graduated, 14 
returned for another year, and one student was withdrawn for academic reasons fall 2006, 
but was readmitted spring 2007 and on track to graduate. The three students that 
graduated did not have any overwhelming negative experiences. In fact, they expressed 
positive experiences with academic challenge, advising, personal and academic support 
from faculty, financial aid, appreciative of opportunity, cohort-peer relationship, 
organizational/community involvement and faculty staff relationships. Two of them 
indicated having mixed experiences both in their academic and social categories, 
however, these students still persisted. It is also interesting to note that two of them were 
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the first to attend College (see Table 4-2 on page 88). While one of the students who 
graduated felt mixed about the academic support and courses, her mixed feelings were 
not because she didn't have a good experience, rather she felt the need for an additional 
tutor as had been provided for her when she first began. Although she had some 
difficulty with courses, she enjoyed the divisional process - "I liked the projects. It 
prepares you for Division II... It gave me a good set-up for Division III." In addition she 
has had a good experience with academic advising. She said, "I think I really picked 
good advisors...They know my skills and weaknesses, and they directed me to classes 
that would challenge me and that would help my weaknesses." Her mixed experience 
with courses resulted from the limitation of first-year students being allowed to register 
for certain courses, for example, video courses. This same student indicated in her 
interview's not being able to return her second year because of financial reasons and she 
indicated having family issues. 
The other student who graduated had positive experiences with academic 
challenge, advising, courses, academic resources, support from faculty and cohort-peer 
relationships. Faculty support has been important to this student. He said faculty, 
"started out challenging me and me being completely calm and answering them and 
sitting there laughing about things not having to do with the meeting, I could have never 
imagined getting to that point." Related to his academic he describes advising as "fair 
and [he] felt like a lot of them felt like I was being pushed and shoved unnecessarily. A 
lot of the contracts I breezed right through them because I’m a hard worker." He also had 
mixed experiences with academic support, divisional progress and the community. The 
reason he had mixed feelings about academic support happens to be with the negative 
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experience he had with the Program director and also because of the limitation of 
equipment available for academic use. He compared the resources to the other three 
colleges and indicated that they were better elsewhere. In terms of the Hampshire 
community his mixed experience had to do with the types of people he was associating 
with. The third student overall had a positive experience with the Program and 
Hampshire, and did not have any negative experiences other than to report that her first 
year she wished she had taken more courses. 
While the Division III student that was withdrawn for academic reasons reported 
having positive experiences she also had mixed and negative experiences. She admitted 
being academically challenged. Her experience with courses has had been "ups and 
downs.. .Overall I have had a hard time because I am not an academic person. I lack a lot 
of background in terms of academics...it is taking me quite a long time to complete the 
process." Socially she has not been involved in any student groups and had little success 
making friends. Tami expressed frustration with students groups. She said she 
"participated in student groups, and it doesn't help. People are so wrapped up in the 
political aspect..." She is older and feels she cannot identify with the other students. She 
was also very negative about the entire Hampshire community and when asked about 
how she felt about the community her response was "Oh God, what community? 
Academically, while she has enjoyed courses she has had difficulty because of her 
academic preparedness. She found the courses difficult and very challenging. It is also 
interesting to note that her entry characteristics illustrate that her family income was 
below SI 9,999 and both of her parents educational attainment was less than high school. 
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All this entry characteristics and her academic and social experience are all classic 
indicators for departure (Hernandez & Lopez, 2004). 
Although not surprising, the students who have persisted and were in Division I, 
II and III generally had positive experiences with programmatic support, academic and 
social integration. These results are consistent with and support the dependence and 
connectivity between academic integration and social integration and how they influences 
student persistence in college (Braxton et al., 1997) At the same time, students who have 
faced some academic challenge have received the support necessary (e.g., more one-on- 
one meetings with their advisors, meeting with staff from the advising office to help them 
get back on track, meetings with the Program staff and faculty) that has allowed them to 
persist (Rendon et al., 2000). Both at the academic and social level of involvement has 
helped these students become institutionally invested, therefore leading them to persist 
for another year (Astin, 1977, 1993). 
The majority of the student's had positive experiences with academic challenges, 
advising, personal/academic support from the faculty, financial aid, cohort-peer 
relationships, belonging to student organizations and their courses. Some students had 
mixed feeling about their courses, but this has to do with the fact the students in certain 
concentrations need to take courses in the five colleges, for example, pre med. Yet, few 
thought Hampshire didn't offer the courses they needed to take for their individualized 
concentration. Socially, the one category where most encountered positive experiences 
was with participation in student organizations. Most of the Baldwin alums belong to at 
least one organization, and in many cases students discussed initiating new groups and 
being group leaders. 
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Students expressed mixed experiences with divisional progress/completion of 
course work, expectations about Program requirements, and making friends (other than 
Baldwin and students of color). Mixed and negative experiences with divisional progress 
and completing courses could be a consequence of the vagueness around academic 
expectations from the Program faculty and staff. Most noted using the writing center and 
other sources while, others again, noted the real need to have an additional tutor to help 
them throughout their academic careers. Some noted having positive experiences making 
friends, while the rest noted having mixed experiences in this area. Most students 
commented making friends with Baldwin and students of color, however reported having 
difficulty with students different from them. 
Each constituency - Baldwin Scholars, Baldwin alums and the Program faculty 
and staff - had their distinct opinions which contributed to the significant themes that 
surfaced from the study. The most significant themes that are linked to all three groups 
are Program mission, the admissions eligibility criteria and what constitutes adequate 
progress. Additional themes include lack of knowledge of the types of workshops 
offered by the Program, frequency and puipose of meetings with the Program advisor, 
peer mentorship and the duration of the Baldwin Program. 
The Program mission and the admissions eligibility are important and dependent 
on each other because of the distinct population of students the Baldwin Program is 
mandated to serve. With this in mind, the admission eligibility then plays a role in what 
type of student is being accepted into the Program. Because the faculty and staff differ in 
their opinions about these two issues, this variation of belief is then passed on to the 
students causing confusion about what the mission of the Program is and why students 
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are in this Program when they never applied to it. Some students reported being accepted 
into the Program and not knowing the mission and goals of the Program. The students 
accepted into the Program are academically vulnerable and starting their academic 
experience with confusion is not a good productive way for these students to begin. This 
confusion adds another layer of anxiety and obstacles that they need to get through, but 
should not have to, in order to be successful. 
Adequate progress is interpreted differently by the Program faculty and staff. 
Some indicated adequate progress means becoming matriculated students, others defined 
it as having five favorable evaluations, another said that the students need to be capable 
of doing the work, and another saw the Baldwin year as the first-year. This difference of 
opinion can either have a positive or negative effect on the student's academic 
expectations. The information collected from the students attests to this confusion. The 
student's experience completing courses and making divisional progress speaks to this 
specific issue. Many of the students indicated having trouble completing courses 
therefore, affecting their divisional progress. This lack of clarity of adequate progress on 
* 
*1 
the part of the Program faculty and staff triggers down to the students. Instead of helping 
these students it creates more obstacles. Although the students enter with the high 
’i 
academic expectations, their expectations begin to diminish due to the vagueness of 
academic expectations and what is being articulated by the Program staff and faculty. On 
the one hand students have the Program faculty and staff telling them one thing, while on 
the other hand, the faculty advisor may be giving them contradictory information. 
The Program literature states that academic workshops are provided to the 
students. Although the director was articulate about the workshops, many of the faculty 
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was not aware of what happened in them or even if they occurred. Only one student 
mentioned the time management workshop offered by the Program. According to the 
Program literature, workshops are supposed to be one of the highlights on helping 
students develop their skills and adapt to the college environment, yet, it is an area that is 
not visible to both the students and the faculty. Similarly, another program requirement 
that faculty are not in agreement about is required meetings between the director and the 
students. Some of the faculty were aware of the Program Advisor Meeting with the 
students but was not sure how often they met. This was also reflected in the student's 
responses. Some knew about the expectations to meet with the Program Advisor and 
others did not. 
Although peer mentorship is not a formal part of the Program, it has been noted 
by the students as an important part of the socialization of the students. The advisor 
mentioned two things that reflect back on peer mentorship. First she noted was that 
having cohorts that are not too small is important so that students can work and help each 
other out. Second, she tries to make bridges with the students by having them all meet 
each other in the beginning of the year and by having them be TAs for courses that will 
enroll students in those courses. Aside from the advisor trying to make the connection 
for the students, the students themselves reported how important and valuable it was to 
have the alums advice and positive mentorship. Some even noted that this was the most 
important part of the Program. The positive peer relationship encouraged and supported 
students academically as well as socially (Berger & Milem, 1999; Nora, 2002). 
The James Baldwin Scholars Program is a one-year transitional program that 
takes place during the Scholars' first year. The negative consequences of having it last 
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only for one year, however; has been reported by both the advisor and the students. The 
Baldwin alums perceive the Program as an informal part of their education because it 
does not continue on until they graduate. The Program director, for example, has 
indicated the problems with it being one year. She reported that after the first year she is 
not able to follow the student's progress because her role as an advisor is no longer valid. 
After the first year, students matriculate and are like any other student at Hampshire and 
now have their own faculty advisors. The students also mentioned this as a problem and 
noted wanting and needing more support after the first year. The way the Program is 
currently structured - as a one-year transitional Program - the Program's immediate goal 
is to help the students complete the Program. After the year the students become 
matriculated and formerly not part of the Program. For the Program to positively affect 
the student's career at Hampshire, extending the Program and providing support to the 
students throughout their academic career at Hampshire may be more beneficial to both 
the Program and the students. 
The findings from this study reveal several important issues related to the James 
Baldwin Scholars Program. The first are the inconsistencies between the Program 
structure and practice. While the Program literature states one set of expectations, the 
Program faculty and staff are relaying different expectations to the students. The most 
significant inconsistencies are found in how the Program faculty and staff perceive 
academic progress and clarity about Program requirements and expectations. This 
confusion becomes apparent in the communication the students are receiving from the 
Program faculty and staff and in the student's responses related to academic integration 
and programmatic support. 
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Second, the Baldwin students do not perceive the Baldwin Program to be a formal 
part of their academic experience. Students are part of this Program for one year and 
after that become regular matriculated students. Student's informal perception of the 
Baldwin Program is attributed to the fact that students are only a Baldwin Scholar for one 
year and the Program does not follow them through graduation. The Baldwin Scholars 
are supported by only one Program staff and the only academic support they perceive as 
receiving from the Program is the writing course they are required to take. This 
perception excludes the Program from being part of their formal education at Hampshire. 
Students as well as staff have expressed extending the Program to follow and continue 
providing support to the students until graduation. 
Similarities and Differences between Scholars Expectations/Experiences 
The James Baldwin Scholars students were interviewed throughout the 2005-2006 
academic year. The students articulated their expectations in the beginning of the school 
year and their experiences during the mid- and end-of-year interviews. The navigation of 
the Scholars' first year was comprised of support that allowed them to make connections 
and cross the bridge to become matriculated students, however, during this journey they 
also encountered barriers that became obstacles for the student's academic and social 
integration. Table 5-2 illustrates the differences and similarities of student's expectations 
and experiences during their transitional year, along with the bridges and barriers they 
encountered and some subsequent recommendations. Given how much the students 
talked about their ‘‘journey" - Table 5-2 characterizes the challenges and supports in 
terms of bridges as sources of support that help them move forward on the journey or 
challenges as barriers that inhibit progress. 
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The similarities between the student's expectations and experience transpired with in 
terms of the support students received from faculty, the opportunity the Program 
provided, and making friends with the Baldwin students. Although the students were not 
aware of who the Program faculty were, they felt very supported by faculty in general. 
Students formed relationships with the faculty early on and said "my professor is one of 
my best friends," and "he was really great support checking in." The Baldwin Scholars 
were very clear that they expected support and their experience mirrored their 
expectations. The Scholars remarked that they "appreciated everything the Baldwin 
Program did for me because if not I would not be here." Another student enjoyed being 
in the Program because he was part of a group. He said, "I feel like I fit in somewhere, 
instead of looking for somewhere to fit in." In addition, the students felt that the Program 
director was very supportive, often calling her the "Baldwin Mom." Similarly, the 
student's expectation was to become friends with the other Baldwin Scholars, which they 
did, however, they also report that the Baldwin alums is one of the greatest assets of the 
Program. The Scholars relied on the Baldwin alums for advice and mentorship. 
The differences between the student's expectations and their experiences occurred with 
the number of courses student completed during their first year, making friends with 
students from their courses, student's knowledge about the divisional process, and social 
activities. While the Scholars were positive about their expectations of completing 
courses, their experience turned out to be quite different. The students reported that their 
academic preparedness - not used to the amount of reading and having trouble writing - 
played a negative role in their completing courses. Along with courses, students did not 
have many expectations about the divisional process; however, their experience was 
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positive. They referred to Division I and said, "Division I helped me improve 
academically and personally....They helped me narrow down what I want to do." A 
surprising difference between expectation and experience was the negative encounter the 
Scholars had making friends with students from their courses. The Scholars reported 
feeling intimidated in class. One student reported, "I kind of feel like I am in a retarded 
seat...So I don't ask too many questions in class." Yet another said, "There are a lot of 
older students in the class, and I feel threatened by what they know and I do not want to 
say something that is wrong." The Scholars lack of academic preparedness and low self¬ 
esteem played a role in academic collaboration. Socially, the Scholars experience 
illustrated more social involvement than they originally anticipated. They enjoyed the 
opportunity to be active participants in student organizations and in the community. The 
next section will provide a brief summary of the sources of support as bridges and 
175 
i 
Table 5-2: James Baldwin Scholars Expectations/Experiences - Bridges and Barriers 
BALDWIN SCHOLARS EXPECATIONS EXPERIENCES: BRIDGES AJsD BARRIERS 
Expectations Experience Bridges'Barriers Recommendations 
Student* expected the Program "to make 
me more focused on academics." 
1 Students" appreciated everything the Baldwin Pro gram did for 
me because if not I would not be here " 
2 11  feel like I hi in somewhere, instead of looking for somewhere 
to fit in" 
Endge. Program helped 
students belong to a group 
and provided them an 
opportunity to attend college 
Program should continue beyond the 
transitional year until graduation 
Students expected faculty to challenge 
them, "push me to give me a hand and 
slap me ai ound when I am not doing 
what I am supposed to be doing11 
1 "Someone brought up that the [Program] faculty should be more 
public of who they are." 
2 "My teacher set up that every Wednesday I have an 
appointment So an hour before class gives me extra work 11 
Barrier Program faculty not 
visible 
Endge Faculty provide 
additional help when needed 
Pro gr am faculty should be involved with 
activities involving the Scholar $ Encout aging 
faculty relationships should continue. 
Students "hoped to make connections if 
not friendships with most of the faculty" 
" 1 have nothing but good expenences with all faculty. I went to 
NewOileans. so 1 got to hang out and talk a lot to one of the 
faculty I want to take a class vathha: next semester1' 
Endge Faculty form 
relationships with students 
Students felt supported by 
the faculty. 
Encourage students to continue seetang 
faculty support. 
Students expected courses to be 
"challenging"; "they cannot be boring." 
1 The courses are “really good arid challenging and they aie all 
ones that are something that I think I would be interested in and 
would have a good time and enjoy." 
2 “Itwas difficult for me because 1 was not prepared for the 
amount of reading..." 
3 One course "turned out to be something I hated." 
Earner Students were not 
ac adeituc ally prep are d and 
found the courses 
challenging. 
Program should expand on the academic 
support provided to students This would 
involve increasing staff support. 
Students expected to complete all 
courses "I better complete them." 
All but on? student had difficulty completing courses, "there are 
two cousres for me to complete It is just a challenge I have 
trouble writing " 
Barrier Students found it 
difficult to complete then 
court ewoik. 
Provide more one-on-one meetings with 
Program si affto monitor the progress of 
students providing academic support as 
needed. 
Students were not aware of the 
divisional j>roc ess 
"Division I helped me improve academically and personally., at 
first, I wasn't too pleased with having to take these classes that 
didn't pertain to what I really wanted to do, but at the end of the 
day I think they were really good They helped me narrow down 
what I want to do " 
Budge DvisionalI helped 
students take a sampling of 
courses. 
Since Hampshire has a non traditional 
curriculum and the students are unfamikai 
with the process, discussions and workshops 
about the divisional process should happan 
ofien. 
Students expected "to improve then 
skills and do well academic all y " 
Students perceived receiving academic support from Writing 
Center 
"Intro to Writing is where you should get all your academic 
support " 
" I am behind on alot of things.. I am trying my beet to catch up, 
but like I said I am not used to this." 
Budge Support is perceived 
as coming from the Wnting 
Center 
The Wnting Center serves all students of 
Hampshire College I recommend providing a 
Wnting Center staff person dedicated to 
working with Baldwin students. 
Stu dents exp e cte d to mak e fnends 111 
will be spending a lot of time with the 
Baldwins " 
The Baldwin alums served as mentors "the greatest asset the 
College has to offer, within the JB program, are the JE alums itself 
I notice that those who strektogether, those who tall: together, 
help each other out since we have a lot of similar issues here on 
campus and at home." 
Budge & fl enter ship from 
Baldwin alums. 
Formahze the participation of Baldwin 
students as mentors and role models to the 
younger Scholars 
Had few expectations about social life in 
terms of activities 
Students experience with student group involvement was positive 
1 "It is just my nature to orgromze and do all this stuff, so it has 
been a wonderful experience " 
2 "It was a great expenence to give back to the community 
because 1 participated in the ALANA overnight" 
Endge Students j oine d 
student organizations. 
Belonging to student, groups 
help student become 
connected. 
Encourage students to belong to student 
groups and be an active participant of the 
communtity. 
Students worsted to form both "socwl 
and icadenuc relationship:" with 
student from their couises 
Students feel inhmid&ted in class 
1 "Hand of feel like ! imin jretirded sest So 1 don't isktoo 
many questions in class 11 
2. "There are a lot of older students in the class, andl feel 
threatened by what they know arid] do not want to say something 
that is wrong." 
Bonier Students had low self¬ 
esteem. 
As mentioned earlier, provide one-on-one 
meetings with Program staff to monit or the 
progress of students providing academic 
support as needed 
Had anxiety aboutpavins for rest of 
then college career 
Students Baldwin year is completely funded 
Barrier Financing the rest of 
their years at Hampshire was 
a concern for the students 
their first year 
Recommend the institution make a financial 
commitment and investment in the expansion 
of the Program. 
Sources of Support as Bridges to Success 
The sources that provided support that allowed the Baldwin Scholars to form 
positive bridges during their first-year came from the Program support, the faculty, the 
Baldwin alums, and involvement in student organizations. The students saw the Program 
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as an opportunity to attend College and a way of belonging to a group. The Program also 
provided them with an additional advisor which they referred to as "Mom," and it 
completely funded their first year. It encouraged students to a reduced course load and 
provided workshops that would enhance their academic and social skills. While the 
students had a positive experience with the Program the first year many alums perceived 
the Program being too short and asked the Program be extended until students graduate 
and that the Program add more staff. 
In general, the students reported having positive experiences with their faculty. 
The only negative comments made were that the students wished they knew the Program 
faculty. The Program faculty, who are also regular Hampshire faculty, play a role in 
deciding who is accepted and who is asked not to return back to the Program. It is 
recommended that the Program faculty become more public about their role as a Program 
faculty and become more involved with the Baldwin Scholars. On the other hand, the 
relationships the Scholars have formed with regular faculty should be encouraged. These 
relationships have provided positive experiences for the students and should continue to 
be encouraged. 
The Baldwin alums proved to be a great asset for the Program. Many of the 
Scholars saw the Baldwin alums as role models and mentors to them. These relationships 
helped the Scholars with social integration at the College by providing a group of 
students which they could belong and relate to. Although, the Program has an informal 
way of involving the alums; the Program, however, should develop a more formal way of 
incorporating all alums into the Program. 
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Belonging to student organizations and participating in community events also 
proved to be a positive experience for the Scholars. The Scholars participation in student 
groups provided them the bridges necessary to become involved socially on campus. 
Students should continue to be encouraged to participate in social activities; however, it 
should not be at the cost of their academic life. 
Sources of Challenge as Barriers to Success 
The sources of challenges that provided barriers to success were student's 
academic preparation, their difficulty completing courses, and relationships with students 
from their courses. In general the academic preparedness played a major role in the 
student's academic integration. Completing courses was difficult for students because 
they found that reading and writing was not as easy as what they anticipated. The 
students were overwhelmed and not used to the amount of work they encountered at 
Hampshire. More staff support to advise and help students with all their courses should 
be made a permanent part of the Program. This additional avenue of support would help 
students enhance their academic skills. Because the students felt academically 
unprepared, their self esteem was lower and therefore, they felt uncomfortable in classes. 
The Scholars felt intimidated and threatened by who was in the class and their 
participation was not positive. Therefore, academic collaboration became a barrier when 
it could have been a bridge in the students' experience. Again, adding staff to provide 
academic as well as personal support would help student's self-esteem and may increase 
student's participation and collaboration in courses. 
Continuing to provide the bridges and helping to remove the barriers for the 
Baldwin Scholars would allow the Scholars to have a more positive year. In addition, it 
would offer them a sound academic and social foundation that cany them through 
graduation. 
Further Implications 
The findings from analysis of the students' experiences, the inconsistencies 
present between the Program structure and practice, and the informal perception of the 
Program by the students lead me to suggest recommendations for practice and policy and 
to think about future research that can be conducted to better understand similar types of 
programs and its students. In the next two sections, I will make recommendations for 
practice and policy and will discuss future research topics in this area. 
Practice 
The James Baldwin Scholars Success Model has three different stages. James 
Baldwin Scholar expectation and experience and Baldwin Alum experience. During the 
first stage of the Scholars academic career, I recommend that issues of inconsistencies 
between faculty and staff be addressed. The faculty and staff of the Program need to 
clearly articulate and communicate the requirements and Program expectations 
consistently, in the beginning and throughout the Baldwin year (Braxton & McClendon, 
2002). To do this effectively, faculty and staff of the Program should be oriented at least 
once a year (preferably prior to the start of the academic year) and at most, at the start of 
every semester. Therefore, when they advise students in the beginning of the year, 
advisors can relay consistent and accurate the information. Program expectations should 
be clear, positive and articulated to both students and staff and faculty of the Program as 
well as made public to all faculty. 
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During the Baldwin year, the Scholars also need to be reminded regularly of 
Program requirements and expectations so they understand the importance and 
opportunity of being a participant of such a Program. Students should meet with the 
director or a program counselor on a regular basis during their first-year to discuss their 
progress and other issues that may arise. These meetings should happen on a frequent 
basis during their first year, and depending on academic progress should decrease as 
students move through the system. Although these students may have some academic 
difficulties in the beginning, academic expectations should not be lowered. Lowering 
expectations can be perceived as the student not being "good enough" and can create a 
negative stigma for the students outside of the Program. Although the Scholars take a 
reduced course load, I recommend that academic expectations should be proportional to 
their course load. 
Academic and other related workshops should be offered every semester for all 
cohorts. This will give students an opportunity to hear about academic issues and other 
campus-related issues as well as network and socialize with each other. In addition to 
these workshops, these students should be introduced on a regular basis to other key 
administrators on campus, as well as meet the staff and faculty of color on campus who 
could serve as mentors for them. 
Many of the early intervention program studies have focused on programs that 
have their transition/bridge period during the summer and extend until the students 
graduate. This study, however, was a one-year transitional program that is not extended 
to the students who have completed the program. Once the students graduate they 
become alums of the Program and continue like any other Hampshire student. Some of 
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the alums suggested the Program be extended beyond the first year. To provide a 
continuous relationship and support beyond the first year, I recommend that the one-year 
transitional model be altered to follow the students until graduation. The Baldwin 
Scholars Program should be extended to support all active Baldwin students. This 
extension would then provide the needed supervision and support the students and 
director asked for through graduation. This practice should not only happen at 
Hampshire College, but at all colleges engaged in these kinds of programs. Colleges 
should identify expectations early on, support the positive aspects of the Program and 
remove the barriers. 
Policy 
Given what was learned from this study, the administration should rethink the 
structure of the program and have the students be part of the Program until they graduate; 
the students should be matriculated students from the beginning and be required to take 
specific courses to improve their skills. Increasing the years they are in the Program 
would allow the students to have two sets of academic support: Program support and 
support offered to regular admitted students. A student noted "I think it is a problem that 
the program is just for one year... A lot of follow-up work is not done during your 
Baldwin year...Sometimes you need someone to check up on you." In addition to the 
students mentioning it the Program Director also mentioned the difficulties in following 
the academic progress of the students once they have matriculated at the College. 
In addition, extending the Program until the student's graduates will require more 
staffing. Staffing would be required for academic support and advising throughout their 
years at Hampshire. Additional staff would monitor, advise and support all students, plan 
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workshops and other events related to their academics and social life. More importantly, 
ongoing training is required to make sure that faculty and staff are all working towards 
the same expectations and goals. This information should be shared with foundations and 
agencies interested in providing access and equity to students and should be encouraged 
to provide funding for enhance the Program. 
A slightly larger number of students should be accepted into the Program to create 
manageable cohorts for each entering class. This strategy would allow for students to 
form friendships with in their own groups as well as have more chances to develop 
mentors and friends at the upper levels. Finally, the Administration should assess the 
program and think about the pros/cons about having it be a one-year transitional model. 
This recommended Program change would require an even greater institutional 
commitment to the Program as it currently exists. Institutionally, the James Baldwin 
Scholars Program would have significant budgetary implications. In order to 
appropriately support these students it is crucial to secure funds from not only the 
institution, but from outside sources to be able to increase the length of the Program, and 
to provide the staff resources and increase the number of students. I recommend 
aggressively seeking outside founders, such as major gifts donors, government and 
private foundations and agencies, and alumni support to appropriately fund the Program 
at Hampshire. 
Although this Program is specific to Hampshire College, many aspects of the 
Baldwin Program are transferable to other institutions of higher education. I recommend 
extending this program to other liberal arts colleges interested in helping students who 
come from educationally and economically disadvantaged backgrounds, but who have 
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limited opportunities. Similarly, I would suggest an aggressive fundraising strategy 
which includes seeking funds from private foundations, government agencies and 
philanthropist interested in helping advance under prepared students If planned 
accordingly, the Program and similar types of programs would help increase staff, faculty 
and student diversity on liberal arts campuses. 
The rhetoric of providing access and equity exists in the public domain, but 
Programs that provide this access are woefully under-funded. One example of this, are 
TRIO programs, in which the federal government distributes funds to post-secondary 
institutions through competitive grants to provide educational opportunity outreach 
programs that are designed to motivate and support students from disadvantaged 
backgrounds. Therefore, more financial funds are needed to provide adequate support and 
if the public took it seriously, more resources would be allocated to these programs. The 
Federal government should strengthen the fiscal support for such programs so that more 
campuses can participate and so the programs that do exist are even stronger. Ultimately, 
increased public investment will better support more disadvantaged students - which will 
benefit those individuals and society as a whole as this type of investment yields a better 
educated citizenry and a more highly skilled workforce. Moreover, private foundations 
such as Lumina and the Nellie Mae Education Foundation should invest more resources 
into programs like this and should invest more in programs that are designed to maximize 
the suggestions generated in this and other empirical studies. 
Future Research 
Several research studies should be conducted in response to the findings from this 
study. The model I developed to assess the James Baldwin Scholar Program (Figure 5-1 
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on page 159) is a variation of existing retention models (Astin, 1993; Bean, 1990; Tinto, 
1993); however these existing models have been criticized for not taking into account the 
persistence of students from different cultures (Rendon et al., 2000). The model 
developed for this study was specific and while it incorporates components from existing 
retention models, it was specific to students who were academically under prepared and 
economically disadvantaged. The model can be generalized and used in studies at other 
institutions with similar programs by replacing Baldwin Scholars with First-Year and 
Baldwin Alum with College. 
From the James Baldwin Scholar Student Success Model, a specific survey should 
be developed and tested to address the specific expectations and experiences of students 
in related programs. These surveys should be administered to students at different 
colleges who are part of transitional program to assess the impact that their Program, and 
academic and social integration have on student's persistence during their college career. 
The use of such surveys could create a more generalizable knowledge base about the 
impact of bridge programs on persistence and retention of traditionally under-served 
students in higher education. 
Longitudinally, to get more accurate data on persistence it would be best to 
interview and follow the students from their first-year until they graduate. Using this 
general model and survey to study different programs would create a basis for 
comparative review of similar types of Programs based at different institutions, would 
validate my model, and would enhance the available literature in the area of transitional 
programs for academically and economically disadvantaged students. The more studies 
conducted using this model and survey, the better the predictions about the types of 
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expectations and experiences that lead to persistence. In addition to assessing and 
comparing the success of students in transitional program, it would also be interesting to 
compare the success of students belonging to transitional program with those of similar 
students who matriculated in a traditional manner. 
This model and survey discussed above should be applied to specific research 
related to the Baldwin Program. A longitudinal study following the 2005 cohort should 
be conducted by interviewing these students at the end of each academic year until they 
graduate to determine the impact on persistence. This particular study would have 
questions similar to those in this study and would reveal some possible long-term trends 
in a student's decision to persist that I was not able to determine in this research. 
Although it would have been interesting to include alum interviews, it would have been 
beyond the scope of this study. Therefore, I recommend for future research interviewing 
alums of the James Baldwin Program about their experience as a James Baldwin student 
and alum. Interviewing the alums could add an extra dimension to the model I used in 
this study and secondly, it could also allow for a comparative study of the James Baldwin 
Program in its early years to the present. Finally, a study could be conducted to track all 
the students who were not admitted after a year in the Program, and those students who 
were admitted to Hampshire and withdrew. After tracking these individuals, interview 
them about their experience while at Hampshire and ask about the reason(s) they decided 
to leave the College, and ask if their education at Hampshire helped them get to where 
they are now. Applying the recommendations for policy and practices, as well as 
considering future research would enhance the knowledge of this Program as well as 
others program similar to the James Baldwin Scholars Program. 
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Conclusion 
Many institutions of higher education are concerned with student retention, 
especially liberal arts colleges who continue to compete for students while keeping their 
doors open at the same time. Liberal arts colleges are unique because they have small 
enrollments, serve undergraduate students, they are primarily residential and its primary 
goal is to provide a liberal arts education to its students. Liberal arts colleges also offer a 
distinctive and varied curriculum to its students. The typical student population at a 
liberal arts college is academically prepared and comes from privileged backgrounds, 
however, since this population is often not enough to sustain enrollment assumptions, in 
order to meet enrollment projections, academically under prepared and economically 
disadvantaged students are accepted into these institutions. However, these students 
require more academic as well as financial assistance. Retention/intervention programs 
are one way to assist these students transition from high school into college, persist and 
graduate. 
The James Baldwin Scholars Program at Hampshire College, a liberal arts 
institution, is an example of an intervention program in place to serve academically under 
prepared and economically disadvantaged students. The goal of the program is to help 
students transition from high school into college by supporting them in developing and 
strengthening their academic as well as social skills. Baldwin students are in the Program 
for one year and become Baldwin alums after completion of the year. The purpose of 
this study was to assess the James Baldwin Scholars Program by applying a conceptual 
model that followed the students from their first year and beyond. This conceptual model 
developed by incorporating a combination of existing retention/persistence models. The 
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data revealed that their expectations and experiences tended to overlap in several of the 
model’s categories. This led to the conceptual James Baldwin Scholars Student Success 
model that did not include the James Baldwin Program as a formal part of the model but 
rather was incorporated within the Baldwin student's and alum's experience. 
The findings from this study suggest that these students experience a journey 
filled with programmatic, academic and social supportive bridges and challenging 
barriers that define their experience. Findings from this study demonstrate that students 
are most likely to succeed in this type of program when expectations are clear and when 
the students’ experiences match the expectations - a situation that is more likely to help 
students find, build and maintain bridges to success and less likely to encounter banders 
to persistence. 
The students expressed their gratitude for the opportunity they had been given, 
praised the Writing Program and noted the encouragement and help they received from 
their faculty. Students expected a sort of familial academic parenting from faculty and 
staff and considered it among the things that most helped them succeed. In addition to 
the familial academic parenting, they also they enjoyed and appreciated the mentorship 
they received from the Baldwin alums. Among the difficulties they encountered were 
socializing with students from their courses and students different from them, noting the 
climate at times as "political", "racist" and "class-oriented." The identity of the Program 
also acted as a convener and community builder, but also as a negative stigma at times 
for students. In addition, the faculty and staff differences of opinion on the mission of the 
Program, admissions eligibility criteria and inconsistencies in their description of what it 
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means to make adequate progress to matriculate played a role in the Baldwin Scholar's 
and alums' experiences. 
The James Baldwin Scholars Program faces many challenges. While the Program 
is transitioning students, assisting them with their academic and social skills, and giving 
them an opportunity they otherwise would not have had, what is currently provided by 
the Program is not enough. Although the James Baldwin Scholars Program has it 
successes, the institutional and faculty commitment has to be increased. The Program 
structure needs to be given serious consideration. Take for example, students who are on 
athletic scholarships at other institutions, their institutions recruit them with the 
expectation that the students will succeed. This same analogy should be given to the 
James Baldwin Scholars. If Hampshire College wants the Baldwin Scholars to succeed 
and graduate then the institution should be committed to providing the best academic 
support to assist these students. The commitment to helping these students succeed 
should be no less, thus increasing institutional and private funding should be made a high 
priority, allowing the Program to increase staff support to follow the students throughout 
graduation. Hampshire, a liberal arts institution who prides itself on a non traditional 
curriculum and providing close faculty supervision is already in a position to provide 
one-on-one academic support to the James Baldwin Scholars. However, because these 
students have been educationally disadvantaged they continue to need the extra academic 
support which the Program should provide to get them at the same level playing field as 
any other Hampshire College student. 
The James Baldwin Scholars Program now in its 15lh year has made a difference 
in many young African-American and Latino men and women's lives. Once 
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academically under prepared and economically disadvantaged students are graduating 
and making a difference and giving back to their communities. Students who normally 
would not have been accepted to Hampshire are persisting and making it because of this 
unique opportunity. Let's work towards continuing this opportunity by providing the best 
Program that will help the students navigate the bridges that provide the positive support 
and experiences for them and eliminate the barriers that create obstacles for their future 
success. 
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APPENDIX A 
BALDWIN SURVEY DOCUMENTS 
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HAMPSHIRE COLLEGE Office of the Dean of Faculty 
Amherst, Massachusetts 01002 
413-559-5378 
Fax 413-559-6081 
BALDWIN STUDENT COVER LETTER 
August, 2005 
Dear Baldwin Scholar Student: 
I am a doctoral student at the University of Massachusetts at Amherst in the process of 
completing my dissertation. The purpose of my dissertation is to assess the James 
Baldwin Scholars Program student's expectations and experiences. I hope that this 
information will help Hampshire College administrators, and other administrators in 
other schools better serve students in similar programs. 
Your participation in this study is voluntary and your responses will be kept anonymous. 
The study entails two short written surveys and three short interviews. The survey and 
interviews will take place prior to the start of the academic year, end of November and 
the third will occur early April, 2006. The purpose of the survey and interview is to get a 
better understanding of what your expectations are prior to beginning your academic 
program at Hampshire and your experience 9 months later. Your expectations and 
experiences will be compared to those of the Baldwin Program's goals and expectations. 
I will then evaluate and analyze how the expectations and experience affects persistence 
decisions. 
Your cooperation in this project will contribute to an effort to better understand the 
expectations and experience of Baldwin Students. Your cooperation is appreciated. 
Sincerely, 
Yaniris M. Fernandez 
Associate Dean of Faculty 
HAMPSHIRE COLLEGE Office of the Dean of Faculty 
Amherst, Massachusetts 01002 
413-539-3378 
Fax 413-559-6081 
BALDWIN ALUM COVER LETTER 
September, 2005 
Dear Baldwin Scholar Alum: 
I am a doctoral student at the University of Massachusetts at Amherst in the process of 
completing my dissertation. The purpose of my dissertation is to assess the James 
Baldwin Scholars Program student's expectations and experiences. I hope that this 
information will help Hampshire College administrators, and other administrators in 
other schools better serv e students in similar programs. 
Your participation in this study is voluntary and your responses will be kept anonymous. 
The study entails one 45-60 minute long interview. Depending on your divisional status 
your interview date will vary. 
Interviewees Interview 
Schedule 
Type of Survey 
Division I Baldwin 
Alum 
Late September 
2005 
Expectation/Experience Open-Ended Questions 
Division II Baldwin 
Alum 
Late October 
2005 
Expectation/Experience Open-Ended Questions 
Division III Baldwin 
Alum 
February 2006 Expectation/Experience Open-Ended Questions 
The purpose of the survey and interview is to get a better understanding of what your 
expectations were prior to beginning your academic program at Hampshire and what your 
experience has since been since you matriculated. Your expectations and experiences 
will be compared to those of the Baldwin Program's goals and expectations. I will then 
evaluate and analyze how the expectations and experience affects persistence decisions. 
Your cooperation in this project will contribute to an effort to better understand the 
expectations and experience of Baldwin Students. Your cooperation is appreciated. 
Sincerely, 
Yaniris M. Fernandez 
Associate Dean of Faculty 
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INFORMED CONSENT FORM 
ASSESSING THE JAMES BALDWIN SCHOLARS PROGRAM 
CONSENT FOR VOLUNTARY PARTICIPATION 
1. I volunteer to participate in this qualitative study and understand that: 
2. I will be surveyed and interviewed by Yaniris Fernandez using a guided interview 
format consisting of 23 guided questions. 
3. The questions I will be answering address my expectations for and experience 
with the James Baldwin Scholars Program at Hampshire College. I understand 
that the primary purpose of this research is to assess the expectations/experiences 
of the Baldwin students and Program to see how this affects decisions of 
persistence. 
4. With my permission, the interview will be tape recorded to facilitate the analysis 
of data. If I prefer the interview not be tape-recorded Yaniris will take notes. 
5. My name will not be used, nor will I be identified personally, in any way or at any 
time. Participants names will be changed to mask identity. 
6. I may withdraw from part or all this study at any time. 
7. I have the right to review my interview transcript prior to the end of the first-year. 
8. I understand that results from the survey and interviews will be included in 
Yaniris Fernandez's doctoral dissertation and may also be included in manuscripts 
submitted to professional journals for publication. 
9. I am free to participate or not to participate without prejudice. 
10. Participation is completely voluntary and will not influence my status in the 
program in any way. 
11. Because of the small number of participants, approximately five, I understand that 
there is some risk that I may be indentified as a participant of this study. 
However, every effort will be made to mask identity. 
Researcher's Signature Participant's Signature 
Date Date 
BALDWIN STUDENT EXPECTATIONS SURVEY 
Survey #1 
Fall 2005 
Directions: Please respond to each item in this survey. 
Individual Characteristics: 
1. Sex: _Male 2. Age:_ 
_Female 
3. Ethnicity: _African-American 
_Asian/Pacific Islander 
_Hispanic/Latino(a) 
_Cape Verdean 
_Foreign 
_Other (please describe) 
4. Are you the first person in your immediate family to attend college?_Yes 
_No 
Family Characteristics: 
5. Family Income: _Under SI9,999 per year 
_20,000-39,999 per year 
_40,000-59,999 per year 
_60,000-79,999 per year 
_80,000-99,999 per year 
_100,000 or over a year 
6. How many members in your immediate family?_ 
7. What is your mother's highest educational degree? _Less than high school 
_High school 
_College 
_Graduate school 
8. What is your father's highest educational degree? Less than high school 
High school 
College 
Graduate school 
9. Where is your family located? 
High School Characteristics 
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10. Are you a high school graduate? _Yes _No (If yes go to ques. 
11, if no go to ques. 13) 
If you are high school graduate please indicate the following: 
11. Grade Point Average 
12. Rank 
13. If you are not a high school graduate do you have your GED? _Yes 
No 
Expectations 
For the following questions please check the box that best describes your expectations for 
the coming academic year. 
Strongly 
Agree 
Agree Disagree Strongly 
Disagree 
1. I expect my first-year at Hampshire to be 
positive. 
2. I expect my first-year courses to be 
productive. 
3. I expect my first-year faculty advisor to 
help me grow academically. 
4. I expect my first-year faculty advisor to 
help me grow personally. 
5. I expect my Program advisor to help me 
grow academically. 
6. I expect my Program advisor to help me 
grow personally. 
7. I expect faculty in general to help me 
grow academically. 
8. 1 expect faculty in general to help me 
grow personally. 
9. 1 expect to form friendships with suidents 
in my first-year tutorial. 
10. 1 expect to form friendships with suidents 
in my first-year courses. 
11. I expect to spend time with friends 
outside of the classroom. 
12. I expect to spend time with faculty 
outside of the classroom. 
13. I expect to form friendships with students 
from suident groups. 
— 
1 
14. I expect to form friendship with faculty. 
15. 1 expect to form friendships with staff. 
195 
16. My academic life is a high priority. 
17. My social life is a high priority. 
18. 1 expect to spend most of my time on 
academics. 
19. 1 expect to spend most of my time 
socializing. 
20. 1 expect to have a work-study job. 
21. I expect to become a member of a student 
organization(s). 
22. I expect to complete assigned readings for 
class. 
23. 1 expect to contribute to class discussions. 
24. I expect to collaborate with students from 
a class on a project. 
25. I expect to seek advice on improving my 
writing. 
26. I expect to discuss my academic program 
and course selection with a faculty 
member. 
27. I expect to discuss career plans and 
ambitions with a faculty member. 
For the following questions please fill in one response for each item listed below. 
41. Do you expect you will like Hampshire College? 
Yes. definitely 
Probably yes 
Probably no 
No, definitely 
42. Do you expect to earn a Bachelor's degree from Hampshire? 
Yes, definitely 
Probably yes 
Probably no 
No. definitely 
Individual Expectations Interview Questions 
Please describe your expectations for the following: 
Program Expectations: 
43. Can you describe the Baldwin program? 
44. What are your expectations of the Baldwin Program in general? 
45. What are your expectations about the academic support of the program? 
46. In what ways do you expect the program to support you academically? 
47. In what ways do you expect the program to support you socially? 
48. In what ways do you expect the program to support you financially? 
49. What are your expectations about the personal support offered by the program? 
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50. What are your expectations about attending required meetings? 
51. What are your expectations of Program staff and faculty? 
52. What do you believe the program expects from you? 
Academic Expectations: 
53. What are your expectations about the courses at Hampshire? 
54. What are your expectations about the required courses? Tutorial, writing 
55. What are your expectations about academic advising? 
56. What are your expectations about the academic program? 
57. What are your expectations about knowing the academic resources available to 
you? 
58. What are your expectations about completing courses satisfactorily? 
59. What are your expectations of the faculty? 
60. What are your expectations of interacting with students from your tutorial, 
courses? 
Social Expectations: 
61. What are your expectations about the Hampshire Community? 
62. What are your expectations about participating in student groups? 
63. What are your expectations about knowing the social resources available to you? 
64. What are your expectations about forming formal/informal relationships with 
faculty/staff? 
65. What are your expectations about making friends? 
66. What are your expectations about personal counseling? 
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BALDWIN STUDENT EXPERIENCE SURVEY 
Spring 2006 
Directions: Please respond to each item in this survey. 
Experiences 
For the following questions please check the box that best describes your experience for 
this academic year. 
Strong 
Agree 
Agree Disagree Strongly 
Disagree 
28. My first-year experience at Hampshire was positive. 
29. My first-year courses were productive. 
30. My first-year faculty advisor helped me grow 
academically. 
31. My first-year faculty advisor helped me grow 
personally. 
32. My Program advisor helped me grow academically. 
33. My Program advisor helped me grow personally. 
34. Faculty in general helped me grow academically. 
35. Faculty in general helped me grow personally. 
36. I formed friendships with students in my first-year 
tutorial. 
37. I formed friendships with students in my first-year 
courses. 
38. I spent time with friends outside of the classroom. 
39. I spent time with faculty outside of the classroom. 
40. I formed friendships with students from sUident 
groups. 
41. I formed friendship with faculty. 
42. I formed friendships with staff. 
43. My academic life is a high priority. 
44. My social life is a high priority. 
45. I spent most of my time on academics. 
46. I spent most of my time socializing. 
47. 1 have a work-study job. 
48. I was a member of a student organization(s). 
49. I completed assigned readings for class. 
50. I contributed to class discussions. 
51. I collaborated with students from a class on a # 
project. 
52. I sought advice on improving my writing. 
53. I discussed my academic program and course 
selection with a faculty member. 
54. I discussed career plans and ambitions with a faculty 
member. 
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For the following questions please fill in one response for each item listed below. 
28. If you could start over again, would you attend Hampshire College? 
Yes. definitely 
Probably yes 
Probably no 
No. definitely 
29. Do you expect to earn a Bachelor’s degree from Hampshire? 
Yes. definitely 
Probably yes 
Probably no 
No. definitely 
Individual Experience Interview Questions 
Please describe your experience for the following: 
Program Experience: 
1. Can you describe the Baldwin program? 
2. What has been your experience with the Baldwin Program in general? 
3. What has been your experience with the academic support of the program? 
4. Has the program provided support to you academically? 
5. Has the program provided support to you socially? 
6. Has the program provided support to you financially? 
7. Has the program staff provided personal support? 
8. Have you attended all required meetings? 
9. What has been your experience with Program staff and faculty? 
10. What has been your overall experience with the Program? 
Academic Experience: 
1. What has been your experience with courses at Hampshire? 
2. What has been your experience with required courses? Tutorial, writing 
3. What has been your experience with academic advising? 
4. What has been your experience with the academic program? 
5. What has been your experience with academic resources available to you? 
6. What has been your experience with completing courses satisfactorily? 
7. What has been your experience with faculty? 
Social Experience: 
1. What has been your experience with the Hampshire Community? 
2. What has been your experience with participating in student groups? 
3. What has been your experience with knowing what social resources are available 
to you? 
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4. What has been your experience with forming formal/informal relationships with 
faculty? 
5. What has been your experience with making friends? 
6. What has been your experience with personal counseling? 
Please comment on your overall Hampshire College experience? 
Would you recommend entry into the James Baldwin Scholars Progran to someone else? 
Why or Why Not? 
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BALDWIN ALUM EXPECTATION/EXPERIENCE SURVEY 
Fall 2005/Spring 2006 
Individual Characteristics: 
1. Sex: _Male 
_Female 
2. Age: 
3. Ethnicity: _African-American 
_Asian/Pacific Islander 
_Hispanic/Latino(a) 
_Cape Verdean 
_Foreign 
_Other (please describe) 
4. Are you the first person in your immediate family to attend college? _Yes _No 
Family Characteristics: 
5. Family Income: _Under $ 19.999 per year 
_20.000-39,999 per year 
._40,000-59.999 per year 
_60,000-79.999 per year 
_80,000-99,999 per year 
_100,000 or over a year 
6. How many members in your immediate family?_ 
7. What is your mother's highest educational degree? _Less than high school 
_High school 
_College 
_Graduate school 
8. What is ycur father's highest educational degree? Less than high school 
_High school 
_College 
_Graduate school 
9. Where is your family located?_ 
High School Characteristics 
10. Are you a high school graduate? _Yes _No (If yes go to ques. 11, if no go 
to ques. 13) 
If you are high school graduate please indicate the following: 
11. _Grade Point Average 
12. _Rank 
13. If you are not a high school graduate do you have your GED? Yes _No 
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Directions: Please respond to each item in this survey. 
Experience 
For the following questions please check the box that best describes your experience for 
this academic year. 
Strong 
Agree 
Agree Disagree Strongly 
Disagree 
55. My experience at Hampshire has been positive. 
56. My courses were productive. 
57. My faculty advisor helped me grow academically. 
58. My faculty advisor helped me grow personally. 
59. My Program advisor helped me grow academically. 
60. My Program advisor helped me grow personally. 
61. Faculty in general helped me grow academically. 
62. Faculty in general helped me grow personally. 
63. I formed friendships with students in my first-year 
tutorial. 
64. I formed friendships with students in my first-year 
courses. 
65. I spent time with friends outside of the classroom. 
66. I spent time with faculty outside of the classroom. 
67. 1 formed friendships with students from student 
groups. 
68. I formed friendship with faculty. 
69. I formed friendships with staff. 
70. My academic life is a high priority. 
71. My social life is a high priority. 
72. I spent most of my time on academics. 
73. I spent most of my time socializing. 
74. I have a work-study job. 
75. 1 was a member of a student organization(s). 
76. I completed assigned readings for class. 
77. I contributed to class discussions. 
78. I collaborated with students from a class on a 
project. 
79. I sought advice on improving my writing. 
80. 1 discussed my academic program and course 
selection with a faculty member. 
81. I discussed career plans and ambitions with a faculty 
member. 
For the following questions please fill in one response lor each item listed below. 
41. If you could start over again, would you attend Hampshire College? 
Yes, definitely 
Probably yes 
Probably no 
No, definitely 
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42. Do you expect to earn a Bachelor's degree from Hampshire? 
Yes. definitely 
Probably yes 
Probably no 
No, definitely 
Individual Interview Questions for Baldwin Alums 
For each describe your experience for the following and when appropriate please 
comment on what your expectations prior to attending Hampshire were: 
Program Experience: 
43. Can you describe the Baldwin program? 
44. What has been your experience with the Baldwin Program in general? 
45. What has been your experience with the academic support of the program? 
46. Has the program provided support to you academically? 
47. Has the program provided support to you socially? 
48. Has the program provided support to you financially? 
49. Has the program staff provided personal support? 
50. Have you attended all required meetings? 
51. What has been your experience with Program staff and faculty? 
52. What has been your overall experience with the Program? 
Academic Experience: 
53. What has been your experience with courses at Hampshire? 
54. What has been your experience with required courses? Tutorial, writing 
55. What has been your experience with academic advising? 
56. What has been your experience with the academic program? 
57. What has been your experience with academic resources available to you? 
58. What has been your experience with completing courses satisfactorily? 
59. What has been your experience with faculty? 
60. What has been your experience interacting with students from your tutorial, 
courses? 
Social Experience: 
61. What has been your experience with the Hampshire Community? 
62. What has been your experience with participating in student groups? 
63. What has been your experience with knowing w hat social resources are available 
to you? 
64. What has been your experience with forming formal/informal relationships with 
faculty/staff? 
65. What has been your experience with making friends? 
66. What has been your experience wdth personal counseling? 
Please comment on your overall Hampshire College experience? 
Would you recommend entry into the James Baldwin Scholars Program to someone else? 
Why or Why Not? 
204 
BALDWIN PROGRAM INTERVIEW QUESTIONS FOR STAFF/FACULTY 
Fall 2005 
Program Description 
1. Please describe the Baldwin Scholars Program? 
2. What are the admissions requirements for the students to be accepted into the 
Program? 
3. How many students does the Program accept? 
4. What are the short-term goals of the Program? 
5. What are the long-term goals of the Program? 
6. How do you prioritize the Program's goals? 
7. For the Program goals, what data is available to help determine if the Program’s 
goals are met? 
8. What data does the Program need to help determine if goals are being met? 
Academic Support 
1. Describe the academic support provided by the Program to the students? 
2. What types of workshops does the Program provide for the students? 
3. How are the students academic progress assessed? 
4. Are the students required to meet with the Program advisor? If so how regularly? 
5. For Baldwin students what does successful completion of the Program entail? 
6. How does the Program introduce students to academic resources and staff on 
campus? 
Social Support 
1. How are students supported socially? 
2. Does the Program introduce students to social resources and staff on campus? 
3. How does the Program encourage forming formal/informal relationships with 
faculty/staff/students? 
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APPENDIX B 
BALDWIN SURVEY RESULTS 
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NEW JAMES BALDWIN SCHOLARS EXPECTATION SUMMARY OF SURVEY 
Strongly 
Agree Agree Disagree 
Strongly 
Disagree 
General 
14.1 expect my first-year at Hampshire to be 
positive. 
5 1 
18.1 expect my Program advisor to help me grow 
academically. 
2 4 
29. My academic life is a high priority. * 4 1 
31.1 expect to spend most of my time on 
academics. 
4 
35.1 expect to complete assigned readings for 
class. 
3 3 
36.1 expect to contribute to class discussions. 4 2 
> 
38.1 expect to seek advice on improving my 
writing. 
5 i 
ft 
SF 
Faculty 
16.1 expect my first-year faculty advisor to help 
me grow academically. 
2 4 
S' 20.1 expect faculty in general to help me grow 
academically. 3 3 
39.1 expect to discuss my academic program and 
course selection with a faculty member. 
o 4 
40.1 expect to discuss career plans and ambitions 
with a faculty member. 5 1 
Courses 
15.1 expect my first-year courses to be 
productive. 
4 2 
Students 
22.1 expect to form friendships with students in 
my first-year tutorial. 
2 4 
23.1 expect to form friendships with students in 
my first-year courses. 
2 4 
37.1 expect to collaborate with students from a 
class on a'project. 4 
2 
General 
17.1 expect my first-year faculty advisor to help 
me grow personally. 
1 5 
19.1 expect my Program advisor to help me grow 
personally. 
1 4 1 
28.1 expect to form friendships with staff. 2 4 
30. My social life is a high priority, 2 o i. 0 Jm 
32.1 expect to spend most of my time socializing. 4 2 
7. 33.1 expect to have a work-study job. i 5 
2. 
ET Faculty 
21.1 expect faculty in general to help me grow 
personally. 
2 4 
25.1 expect to spend time with faculty outside of 
the classroom. 3 
3 
27.1 expect to form friendship with faculty. 4 
Students 24.1 expect to spend time with friends outside of 
the classroom. 4 
26.1 expect to form friendships with smdents 
from student groups. 
0 4 
34.1 expect to become a member of a student 
organization! s). 1 4 i 
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NEW JAMES BALDWIN SCHOLARS EXPERIENCE SUMMARY OF SURVEY 
Strongly 
Agree Agree Disagree 
Strongly 
Disagree 
> 
L 
(K 
General 
14.My experience at Hampshire has been 
positive. 3 1 1 
18.My Program advisor helped me grow 
academically, 1 4 
29. My academic life is a high priority. 
1 4 
31.1 spent most of my time on academics. 
1 4 
35.1 completed assigned readings for class. 
1 4 
36. 1 contributed to class discussions. 
2 3 
3S. I sought advice on improving my writing. 
3 1 1 
Faculty 
16. My faculty advisor helped me grow 
academically. 2 2 1 
20. Faculty in general helped me grow 
academically. 2 
•y jS 
39.1 discussed my academic program and 
course selection with a faculty member. 2 2 1 
40. 1 discussed career plans and ambitions with 
a faculty member. 3 2 
Courses 
15. My courses were productive. 
3 2 
Students 
22.1 formed friendships with students in my 
first-year tutorial. 3 1 1 
23.1 formed friendships with students in my 
first-year courses. 2 3 
37.1 collaborated with students from a class on 
a project. * 1 2 1 
Social
 
Genera1 
17. My faculty advisor helped me grow 
personally. 3 2 
19. My Program advisor helped me grow 
personally. I 4 
28.1 formed friendships with staff. 
2 4 
30. My social life is a high priority.* 
4 i 
32.1 spent most of my time socializing. 
L 2 2 
33.1 have a work-study job. 
s 2 
Faculty 
21. Faculty' in general helped me grow 
personally. 1 4 
25.1 spent time with faculty’ outside of the 
classroom. 1 2 
2 
27.1 formed friendships with faculty. 
1 4 
Students 
24.1 spent time with friends outside of the 
classroom. 3 
2 
26.1 formed friendships with students from 
student groups. 1 4 
34.1 was a member of a student 
organization(s). 1 4 
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DIVISION I JAMES BALDWIN ALUM EXPERIENCE SUMMARY OF SURVEY 
Strongly 
Agree Agree Disagree 
Strongly 
Disagree 
General 
14.My experience at Hampshire has been 
positive. 3 1 1 
1 S.My Program advisor helped me grow 
academically. 3 1 1 
29. My academic life is a high priority. 
3 2 
31.1 spent most of my time on academics. 
1 4 
35. I completed assigned readings for class. 
1 3 1 
36.1 contributed to class discussions.* 
2 i 1 
> 
3S. I sought advice on improving my writing. 
2 3 
B 
2 Faculty 
16. My faculty advisor helped me grow 
academically. 2 2 1 
n 20. Faculty in general helped me grow 
academically. 3 
*> 
39.1 discussed my academic program and 
course selection with a faculty member. 4 i 
40. I discussed career plans and ambitions with 
a faculty member. 4 i 
Courses 
15. My courses were productive. 
4 i 
Students 
22.1 formed friendships with students in my 
first-year tutorial. 3 i 1 
23.1 formed friendships with students in my 
first-year courses. 4 i 
37.1 collaborated with students from a class on 
a project. 3 
General 
17. My faculty advisor helped me grow 
personally. 2 3 
19. My Program advisor helped me grow 
personally. 3 i I 
2S. 1 formed friendships with staff. 
3 i 1 
30. My social life is a high priority.* 
2 i 1 
32.1 spent most of my time socializing. 
i 2 1 1 
% 
33.1 have a work-study job. 
4 i 
5* 
Faculty 
21. Faculty in general helped me grow 
personally. 2 
25.1 spent time with faculty outside of the 
classroom. o 
27.1 formed friendships with faculty. 
4 i 
Students 
24.1 spent time with friends outside of the 
classroom. 3 i 1 
26.1 formed friendships with students from 
student groups. 4 1 
34.1 was a member of a student 
organization! s). 2 i 1 
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DIVISION II JAMES BALDWIN ALUM EXPERIENCE SUMMARY OF SURVEY 
Strongly 
Agree Agree Disagree 
Strongly 
Disagree 
General 
14.My experience at Hampshire has been 
positive. 1 7 
18.My Program advisor helped me grow 
academically. 1 4 2 1 
29. My academic life is a high priority. 
5 3 
31.1 spent most of my time on academics. 
6 2 
35.1 completed assigned readings for class. 
3 3 2 
36.1 contributed to class discussions. 
3 1 4 
> 
38.1 sought advice on improving my writing. 
4 4 
ft tt 
2 Faculty 
16. My faculty advisor helped me grow 
academically. 1 5 2 
20. Faculty in general helped me grow 
academically. 1 6 i 
39.1 discussed my academic program and course 
selection with a faculty member. 4 4 
40.1 discussed career plans and ambitions with a 
faculty member. 3 4 i 
Courses 
15. My courses were productive. 
8 
Students 
22.1 formed friendships with students in my 
first-year tutorial. 2 4 Am 
23.1 formed friendships with students in my 
first-year courses. 3 4 1 
37.1 collaborated with students from a class on a 
project. 3 5 
General 
17. My faculty advisor helped me grow 
personally. 1 3 4 
19. My Program advisor helped me grow 
personally. 1 A. 4 1 
2S. I formed friendships with staff. } Am 4 
30. My social life is a high priority. 
2 3 2 1 
32.1 spent most of my time socializing. 
2 5 1 
33.1 have a work-study job. 
2 4 2 
S* 
Faculty 
21. Faculty in general helped me grow 
personally. i 3 4 
25.1 spent time with faculty' outside of the 
classroom. i 5 
2 
27.1 formed friendships with faculty'. 
3 3 2 
Students 
24.1 spent time with friends outside of the 
classroom.* 
*) 3 2 
26.1 formed friendships with students from 
student groups.* 3 
2 2 
34.1 was a member of a student organization! s). 
3 4 1 
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DIVISION III JAMES BALDWIN ALUM EXPERIENCE SUMMARY OF SURVEY 
Strongly 
Agree Agree 
Disagree 
Strongly 
Disagree 
General 
14.My experience at Hampshire has been 
positive.* 2 
2 
18.My Program advisor helped me grow 
academically.* 1 1 2 
29. My academic life is a high priority. 
4 i 
31.1 spent most of ray time on academics. 
1 3 i 
35.1 completed assigned readings for class.* 
3 1 
36.1 contributed to class discussions. 
4 1 
> 
38.1 sought advice on improving my writing.* 
4 
8 
ft Faculty 
16. My faculty advisor helped me grow 
academically.* 2 2 
20. Faculty7 in general helped me grow 
academically. 4 i 
39.1 discussed ray academic program and 
course selection with a faculty member. 3 2 
40.1 discussed career plans and ambitions with 
a faculty member. jl i 1 
Courses 
15. My courses were productive. 
*) 
Students 
22.1 formed friendships with students in my 
first-year tutorial. 1 2 
23.1 formed friendships with students in my 
first-year courses. 1 1 
37.1 collaborated with students from a class on 
a project. 3 2 
General 
17. My faculty advisor helped me grow 
personally. 2 2 1 
19. My Program advisor helped me grow 
personally. i 2 I I 
28.1 formed friendships with staff. 
5 
30. My social life is a high priority. 
2 2 1 
32.1 spent most of my time socializing. 
2 i 2 
'jr. 
33.1 have a work-study job. 
3 i 1 
S* 
Faculty 
21. Faculty in general helped me grow 
personally. 3 2 
25.1 spent time with faculty outside of the 
classroom. 4 i 
27.1 formed friendships with faculty. 
5 
Students 
24.1 spent time with friends outside of the 
classroom. 2 2 i 
26.1 formed friendships with students from 
student groups. 1 4 
34.1 was a member of a student 
organization(s). 4 1 
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AGGREGATE JAMES BALDWIN ALUM EXPERIENCE SUMMARY OF SURVEY 
Strongly 
Agree Agree Disagree 
Strongly 
Disagree 
General 
14.My experience at Hampshire has been 
positive. 6 10 0 
1 1 
1 
18.My Program advisor helped me grow 
academically. 5 6 4 2 
29. My academic life is a high priority. 
12 5 1 0 
31.1 spent most of my time on academics. 
2 13 0 
35.1 completed assigned readings for class. 
7 7 3 0 
36.1 contributed to class discussions.* 
9 3 4 1 
> 
38.1 sought advice on improving my writing. 
10 7 0 0 
£ 
ft Faculty 
16. My faculty' advisor helped me grow 
academically. 5 9 3 0 
20. Faculty in general helped me grow 
academically. 4 12 2 0 
39.1 discussed my academic program and 
course selection with a faculty member. 11 7 0 0 
40.1 discussed career plans and ambitions 
with a faculty member. 10 6 1 1 
Courses 
15. My courses were productive. 
6 12 0 0 
Students 
22.1 formed friendships with students in my 
first-year tutorial. 4 5 7 2 
23.1 formed friendships with students in my 
first-year courses. 5 7 5 1 
37.1 collaborated with students from a class 
on a project. 9 9 0 0 
General 
17. My faculty' advisor helped me grow 
personally. 3 7 8 0 
19. My Program advisor helped me grow 
personally. 5 5 5 
•y 
28.1 formed friendships with staff. 
5 10 3 0 
30. My social life is a high priority'.* 
6 6 4 1 
32.1 spent most of my time socializing. 
3 5 8 2 
X 
33.1 have a work-study job. 
9 6 0 
E3’ 
Faculty 
21. Faculty' in general helped me grow 
personally. 
3 9 6 0 
25.1 spent time with faculty outside of the 
classroom. 3 12 3 0 
27.1 formed friendships with faculty. 
7 9 *> dm 0 
Students 
24.1 spent time with friends outside of the 
classroom. 7 6 4 0 
26.1 formed friendships with students from 
student groups. 8 6 2 1 
34.1 was a member of a student 
organization! s). 9 6 0 2 
JAMES BALDWIN SCHOLARS EXPECTATIONS INDIVIDUAL EXPECTATIONS 
QUESTIONS GRID 
P
rogram
 
General 43. Can you describe the Baldwin program? 
44. What are your expectations of the Baldwin 
Program in general? 
48. In what ways do you expect the program to 
support you financially? 
49. What are your expectations about the 
personal support offered by the program? 
50. What are your expectations about attending 
required meetings? 
51. What are your expectations of Program 
staff and faculty? 
52. What do you believe the program expects 
from you? 
A
cadem
ic
 
General 45. What are your expectations about the 
academic support of the program? 
46. In what ways do you expect the program to 
support you academically? 
55. What are your expectations about academic 
advising? 
56. What are your expectations about the 
academic program? 
57. What are your expectations about knowing 
the academic resources available to you? 
Faculty 59. What are your expectations of the faculty? 
Courses 53. What are your expectations about the 
courses at Hampshire? 
54. What are your expectations about the 
required courses? Tutorial, writing 
58. What are your expectations about 
completing courses satisfactorily? 
Students 60. What are your expectations of interacting 
with students from your tutorial, courses? 
Social
 
General 47. In what ways do you expect the program to 
support you socially? 
61. What are your expectations about the 
Hampshire Community? 
63. What are your expectations about knowing 
the social resources available to you? 
66. What are your expectations about personal 
counseling? 
Faculty 
64. What are your expectations about forming 
formal/informal relationships with 
faculty/staff? 
Students 62. What are your expectations about participating in student groups? 
65. What are your expectations about making 
friends? 
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Baldwin Scholars - Hampshire College - Amherst, MA https://tntranel.hampshire.edu/cms/mdex.php?td*!S654 
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Information for Entering 
Students 
BALDWIN SCHOLARS 
Tutorial Advice for Baldwin 
Scholars 
Information for Baldwin Scholars 
We are delighted that you have accepted our offer to participate 
in trie James Baldwin Scholars Program and took forward to 
formatty welcoming you to campus on Thursday, September 1, 
2005. We will be having a special Baldwin orientation that day 
at trie Ijsbron Pran Wiggins Cultural Center. Please plan to arrive 
in time for a 1:00 p.m, meeting. Parents are, of course, invited. 
You will receive a mailing about this meeting in early August. 
Below is information regarding your Baldwin year. 
Scholarship and Expectations 
As a Baldwin Scholar you have been awarded a particularly 
generous scholarship for trie one-year program The award 
meets the costs associated with your tuition, room and board 
charges, and related tees. An additional $450 book stipend is 
also part of the scholarship. The combined value of trie 
scholarship and book stipend amounts to an award of more than 
$40,000. 
This scholarship has associated with it a set of expectations. 
These include 
• Attend classes consistently 
• Complete assignments in a timely way 
• Meet with faculty ©arty to address academic concerns, 
and 
• Attend Baldwin Scholars meetings 
You are not expected to become a stellar student during your 
Baldwin year, but you are expected to work hard. At the end of 
the academic year the Baldwin Scholars Committee will evaluate 
your academic progress and make a recommendation regarding 
your future at the College. We are confident, given what we 
know about you, that you will have a very successful Baldwin 
year and an exciting career at Hampshire. 
Campus Employment 
fn addition to the scholarship you will be given a work-study job 
to cover personal expenses that are not met by the scholarship: 
personal supplies, entertainment, bed linen (or bring your own) 
and a telephone. Working seven to nine hours per week will 
permit you to earn up to $t,600 during trie school year. Campus 
offices and departments such as the library, campus book store, 
physical plant, dining commons, sports complex, central records 
office and childcare center all hire students each semester 
Information about employment opportunities will be available 
when you and other new students arrive on campus in the fall. 
You may also want to talk to former Baldwins about on-campus 
and off-campus employment opportunities. 
Course Selection 
Review the information for first-year students at trie 
“Academics" portion of this website as well as trie tutorial advice 
for Baldwin Scholars Then go online to 
http://thehub.hampshire.edu, to register under "Student Menu" 
for your course preferences. You need to select courses from the 
choices provided by the deadline if you are to have any chance 
of enrolling fn your preferred classes Putting off responding to 
requests from trie college is choosing a road to disaster. College 
offices wilt NOT temind you to do what you need to do. Don't 
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hestate to call me with any questions or if you don't have access 
to a computer to register on line. ! can help1 
As a e3ldwin student you enroll In three (3) classes In the fall: 
WP 103 introduction to Writing, a First-Year Tutorial, and a third 
Class of your choosing The writing class is required of all 
Baldwin Scholars; other students will aisc enroll in it. The faculty 
members teaching this course arc outstanding and I tenon you 
will gam valuable skills from the class. All first-year students 
enroll in a tutorial, a small advisor-ted ciass. I have listed a set 
of tutorials that you may want to consider on a separate page. I 
know the faculty and believe them to be very good 
teacher-advisors. 
We are so pleased to learn that you wit! be one of our Scholars 
and look forward to working with you in the fall, fn the 
meantime, reserve Thursday, Septembe- 3 ;&aldwm arrival day) 
at 1:08 PM for our first meeting at the Cultural Center, and 
Thursday. September 8 at 5.00 p.m., for a special Baldwin 
dinner If you nave any questions at all, please feel free to call 
me Madelame Marquez Ed.D. Director of the Baldwin Scholars 
Program at (413) 559-5301 
This page was last updated on August 31, 2005. Srta3.C&!Xirr.isa£S, to the editor of this page, 
Copyright © 200S. Hampshire College 
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